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Abstract 
An Art Therapy Intern’s Experience within an Educational Setting: An Arts-Based Heuristic 
Inquiry 
Nicole C. Updegrove 
Michele Rattigan, MA, ATR-BC, NCC, LPC 
The purpose of this arts-based heuristic inquiry was to examine the experience of a clinically 
trained art therapy intern working within an educational setting.  The researcher utilized 
Moustakas’ (1990) six-phase process of heuristic inquiry to better understand her experience 
working as an art therapy intern within a school.  Heuristic research is an inquiry about one’s 
own experience; therefore, the researcher was also the participant, analyzer of the data, and 
interpreter of findings within this study.  Twenty-six pieces of artwork and 19 journal entries 
were collected as reflections of daily internship experiences.  These were later analyzed to gain 
deeper understanding of the phenomenon in question.  Three artwork themes and 5 written 
themes emerged from the journal entries.  Information gained from the artwork and written 
journaling included the following: 1) the art therapy intern had feelings of being lonely and 
distant throughout the internship days, 2) The art therapy intern was constantly challenged to 
maintaining therapeutic boundaries, 3) it was difficult to find physical therapeutic space, and 4) 
the art therapy intern worked with children presenting with a wide range of symptoms: 
depression, anxiety, attention deficit/hyperactivity, and social difficulty.  This thesis answered 
the question of what was the experience of an art therapy intern working within an educational 
setting.  
Keywords: Art therapist, Heuristic, educational setting, phenomenological, therapeutic 
boundaries 
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CHAPTER I: INTRODUCTION 
This thesis was an arts-based heuristic inquiry focusing on the experience of a clinically 
trained art therapy intern working within an educational setting.  The purpose of this thesis was 
to examine and understand the art therapy intern’s experience working within a school, and to 
process the emotions related to working within an educational setting from an art therapy intern’s 
clinical perspective.  The researcher took on many roles throughout the process of the study.  
These included: researcher, participant, art therapy intern, counselor, analyst, and student.  
Artwork and reflection via written journal entries served as the data collected and examined to 
understand the clinically trained art therapy intern’s experience working within a school.  The 
artwork entries can be found in the appendix on page 75. 
The reason for engaging in this research study was for the researcher to develop a deeper 
understanding of her personal experience working within an unfamiliar setting of a school.  
Further, this research has helped inform her practice through the exploration of art therapists, 
mental health counselors, and other professionals working within an educational setting.  
The researcher chose to engage in arts-based heuristic inquiry because the heuristic 
process is an, “attempt to discover the nature and meaning of a phenomenon through internal 
self-searching, exploration, and discovery” (Djuraskovic & Arthur, 2010, p. 1569).  The 
introspection that occurred during this thesis paralleled Djuraskovic and Arthur’s (2010) research 
regarding an individual’s personal journey of acculturation and identity reconstruction, and 
Dubinsky’s (2016) study which examined her experience of being a caregiver to a family 
member in end of life care.  Djuraskovic and Arthur (2010) and Dubinsky (2016) 
utilized Moustakas’ (1990) systematic model that guides the researcher through a personal 
journey to gain deeper insight into the phenomenon in question utilizing six phases: initial 
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engagement, immersion, incubation, illumination, explication, and creative synthesis. 
Djuraskovic and Arthur (2010) utilized written entries for expression and reflection. Dubinsky’s 
(2016) research incorporated both artmaking and journaling, and was an important resource in 
conceptualizing and organizing arts-based data collection and reflection for this thesis.   
 The arts are potentially a meaningful way of integrating and synthesizing knowledge, 
skills, and understanding (Peter, 1998). Art exemplifies active learning in a multidimensional 
way which promotes creativity, social and personal development, problem-solving, 
communication and study-skills (Peter, 1998). Art therapy has roots in art education. 
Lowenfeld’s (1957) work on artistic development continues to be important for art educators and 
art therapist in schools (Malchiodi, 2013). Art specialists express concern about a lack of training 
for working with special education students and a lack of skills for managing a classroom of 
students with mixed abilities (Kissigner and Ponder, 2009). The importance of art in children’s 
development and the inherent therapeutic effects reinforce why art is important in schools; 
however, the lack of education provided to art teachers when working with children with special 
needs provides a catalyst for art therapist’s expertise in school settings.  
Many people have contributed literature to support the use of art therapy in educational 
settings (Bush, 1997; Cohen, 1974; Lowenfeld, 1957, 1970, 1975, 1987; Minar, 1977; Silver, 
2000). However, “School art therapy is still a phenomenon” (Bush, 1997, p. 8).  School art 
therapy, like that of clinical art therapy, is still in search of a concrete definition (Malchiodi, 
2013). Therefore, when entering a school that had never had an art therapist before, this 
researcher/art therapy intern found herself confused and was unsure why she was feeling 
confused. Questions arose from the confusion related to her role at the school, what students she 
would be working with, and if the site was considered more “inpatient” or “outpatient” (in 
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reference to a medical model of therapy). Wengrower (2001) described the work of arts 
therapists in schools and the cultural encounter between school-education culture and therapy 
culture. He stated that a creative arts therapist or mental health worker is like a stranger when 
entering a school and are of the minority. Terminology, relationships, and physical space may all 
become barriers to an effective art therapy program in a school. Therapists use their own clinical 
language while school personnel use educational terminology. Teachers may feel defensive of 
the close bond they have with their students and may be resistant with a therapist encroaching on 
that bond. Also, therapists may find the environment of a school difficult to work in due to of 
basic therapeutic challenges such as clinical setting and climate, arranging appointment times, 
discretion, and an intimate atmosphere.  
An additional challenge includes assessing what role the therapist will take on when first 
entering a school environment.  Bush (1997) discussed the roles and responsibilities art therapists 
hold in a school setting. An art therapist in a school setting can take different forms depending on 
the training, expertise, and focus of the art therapist, and on the needs of the specific school. The 
roles an art therapist in a school setting may hold include Art Education Therapist, Clinical Art 
Therapist, Consultant, or Trainer. There are also many responsibilities of art therapists in 
schools. The overall aim for art therapists in schools is to create a therapeutic environment, 
complete student assessments, engage in treatment planning, provided art therapy services, keep 
documentation, and maintain professionalism and ethical practice (Bush, 1997).  
While the primary focus of this study was an art therapy intern’s experience in an 
educational setting, she was also challenged with her own educational development and identity 
development as an art therapist and counselor in training. American Art Therapy Association 
approved art therapy programs must include the following course work: history and theory of art 
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therapy; professional orientation, ethical, and legal issues; materials and techniques of art therapy 
practice; creativity, symbolism, and metaphor; group work; art therapy assessment; thesis or 
culminating project; human growth and development; helping relationships and applications; 
psychopathology and diagnosis; psychological and counseling theories; appraisal and evaluation; 
research; cultural and social issues; studio art; career development; and a clinical education 
experience (CAAHEP, 2016). The researcher was enrolled in an art therapy and counseling 
program which stated that the program will equip art therapy and counseling students with the 
skills and knowledge to apply the theory of art therapy in various treatment situations (Drexel 
University College of Nursing and Health Professions, n.d.). 
The development of an art therapy and counseling identity starts to form while in 
training, during the student’s clinical experience. The term training within the context of this 
study refers the educational coursework an individual goes through to become an art therapist 
and counselor. Therefore, the term training and education are used interchangeably throughout 
this thesis.  “Little has been written about the process of art therapy teaching, learning, and 
transferring learning to actual practice” (Kaptian, 2012, p. 148).  Through an inquiry of a 
supervisee’s experience a supervisor realized that art therapy interns have preconceived notions 
when going into their clinical experiences base on their educational background (Kaptian, 2012). 
Art therapy interns and new professionals must learn how to critically evaluate information from 
their educational background, and learn a balance between expectations attached to the role and a 
sense of competence in that role. Finding a balance may be more challenging for art therapists in 
situations where they are also balancing their artistic and counselor identities.  
The question of this thesis was, “What is the experience of a clinically trained art therapy 
intern working within an educational setting?” Moustakas’ (1990) six step methodology was 
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followed to understand the phenomenon in question. Twenty-six artwork and written journal 
entries were collected and analyzed to understand the experience of the art therapy intern. Many 
themes derived from the artwork and journal entries. The most prominent themes that lead to 
understanding of the phenomenon in question were: blue, the combination of blue/red and 
orange, boundaries and the physical/imagined space, the student/client focus, and the feelings of 
the art therapist. The terms student and client arose frequently throughout the written journaling 
and were used interchangeably; therefore, throughout this theses client and student are used 
interchangeably.  
An in-depth analysis of the themes analyzed gave rise to understanding the experience of 
a clinically trained art therapy intern working within a school. More specifically, the art therapist 
had feelings of being lonely and distant throughout the experience. She had a constant internal 
ethical conflict regarding therapeutic boundaries. The physical therapeutic space that was 
constantly being challenged or breached by school staff. Other times there was difficulty finding 
a physical space that would be a conducive therapeutic environment. This in turn made holding 
the imagined therapeutic space even more challenging. At the school the art therapy intern 
interacted with children who were experiencing a wide range of symptoms including those 
experiencing: depression, anxiety, ADHD, and autism. The focus of treatment changed for each 
group or individual throughout the school day.  The lack of dedicated therapeutic space and wide 
range of symptomatology left the intern with a sense of inconsistency. 
This research had its limitations, one being that, as a heuristic study, the researcher was 
the participant and the analyzer of the data. Therefore, there was only one participant. The 
analysis of the data could be considered bias and from the researcher’s perspective. The 
limitation is an inherent aspect of the research design. Adding an arts-based element to the 
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design offered the ability for some reflective distance (Hinz, 2009) and objectification (Wadeson, 
1980) via tangible pieces of art. This arts-based heuristic study was a method to gain a deeper 
understanding of a clinically trained art therapy intern’s experience of working within an 
education setting, to gain insight into her art therapy and counseling identity development, and to 
elicit questions for future research.   
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CHAPTER II: LITERATURE REVIEW 
Literature Overview 
This chapter encompasses a review of research and relevant literature to investigate my 
arts-based heuristic research question: “What is the experience of a clinically trained art therapy 
intern working in a school setting?”  More specifically, heuristic methodology and art therapy 
pedagogy will be explored as these constructs will help create the foundation for the arts-based 
research conducted and documented in this thesis. 
Heuristic Research 
Arts-based heuristic research utilizes the structure of heuristic research methodology to 
explore the phenomenon that the researcher finds meaningful (Chiu, 2014).  Heuristic research 
seeks to find meaning of a phenomenon through searching the internal world of the self via self-
reflection, exploration, and interpretation of the question being studied (as cited by Djuraskovic 
& Arthur, 2010).  Moustakas (1990) developed a systematic model that guides a researcher 
through heuristic methodology which incorporates six phases: initial engagement, immersion, 
incubation, illumination, explication, and creative synthesis. 
 Initial engagement is the researcher’s discovery of something intensely interesting, a 
passionate calling, something that the researcher holds socially important, and has personal 
meaning (Moustakas, 1990).  Immersion is the second phase of heuristic inquiry.  The researcher 
must become one with the question through “spontaneous self-dialogue and self-research, 
pursuing intuitive clues and hunches, and drawing from the mystery and sources of energy and 
knowledge within the tacit dimension” (Djuraskovic & Arthur, 2010, p. 1577). The third phase is 
incubation. In this phase, the researcher takes a step back and becomes detached from the 
question.  In the fourth phase, illumination, the researcher reflects on the question and looks for 
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themes that arise from the data collected during the immersion phase (Moustakas, 1990).  The 
final phase in heuristic research is creative synthesis.  It is a depiction in the form of some type 
of creative presentation (i.e. poem, art piece, video, song) of the data, qualities, and themes 
integrated into one presentation.  
Within Moustakas’ six phases he emphasized that there are seven concepts that will assist 
the researcher to reflect on the thoughts and images, and to gain deeper knowledge and connect 
with greater meaning of the phenomenon (as cited by Djuraskovic & Arthur, 2010). These seven 
concepts are: identifying with the focus of inquiry, self-dialogue, tacit knowing, intuition, 
indwelling, focusing, and an internal frame of reference.  Heuristic inquiry offers the potential 
for the emergence of insight that can create meaningful order out of complex experiences 
(Kenny, 2012).  
Duraskovic and Arthor (2010) utilized Moustakas’ (1990) six-step model of heuristic 
methodology as presented in Duraskovic’s (2003) heuristic inquiry regarding the lived 
experience of acculturation of Yugoslavian refugees.  Duraskovic immersed herself back in her 
homeland of Yugoslavia and inquired about her culture and identity, which helped lead her to her 
research question.  Through self-dialog and journaling, Duraskovic recognized her own 
connection to the phenomenon of acculturation and ethnic identity.  In addition, six co-
researchers shared their experience of acculturation and ethnic identity through interviews.  The 
interviews provided by the co-researchers and Duraskovic’s journaling revealed themes related 
to Yugoslavian acculturation experience: Triggers of Immigration, Land of Opportunities, 
Acculturation Processes, and Identity Reconstruction.  These themes then lead to the researcher 
understanding the lived experience of acculturation of the Yugoslavian refugees.  In addition, 
Moustakas’ (1990) six-step heuristic methodology helped Duraskovic find deeper meaning and 
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understanding of the significance of the human experience.  “Heuristic methodology began with 
my question about the acculturation experience of former Yugoslavian refugees and it ended 
with the creation of the new, life-changing understanding” (p. 1585).  
Dubinsky (2016) conducted an arts-based heuristic inquiry focused on the emotional 
experience of a caregiver for a loved one during end-of-life care.  The researcher wanted to bring 
to light and process her emotions around caring for her father in palliative care.  Dubinsky 
utilized Moustakas’ (1990) seven concepts and six-step heuristic methodology to guide her 
through processing and understanding the phenomenon in question.  Dubinsky made phone calls 
daily for 40 days to family members, created artwork and journaled to help illuminate and 
cognitively process her emotions related to emotional phone calls with family 
members.  Dubinsky analyzed her artwork and found that three themes arose: color combination, 
variation style, and narrative storytelling.  She then analyzed the journal entries which revealed 
two themes: emotions and physical and mental exhaustion.  Dubinsky gained deeper 
understanding and appreciation for herself and realized the resilience she had had throughout the 
many challenges during her life.  The heuristic inquiry regarding her emotional experience of 
being a caregiver for her father during end-of-life care lead to Dubinsky gaining an 
understanding of feelings of being alone despite her shared experience. Further, she explored 
what can be done to recognize and deal with the related feelings of isolation.  
Art Therapy Education 
 Since my research focused on my lived experience as a student and an intern, it was 
important to investigate information about what art therapy’s professional organization 
constitutes as necessary coursework in preparing students for professional work.  Articles 
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addressing art therapy training, supervision, and professional identity development were also 
explored (Bush, 2016; Kapitan, 2012; Lith and Voronin, 2016; Potash, Bardot, and Ho, 2012).    
An American Art Therapy Association (AATA) approved program includes courses 
addressing the following: theories of art therapy; counseling and psychotherapy; ethics and 
standard of practice; assessment and evaluation; individual, group, and family art therapy 
techniques; human and creative development; multicultural issues; research methods; and 
internship experience in clinical, community, and/or other setting (American Art Therapy 
Association, 2016).  
Art therapy is defined by AATA as:  
A mental health profession in which clients, facilitated by the art therapist, use art media, 
the creative process, and the resulting artwork to explore their feelings, reconcile 
emotional conflicts, foster self-awareness, manage behaviors and addictions, develop 
social skills, improve reality orientation, reduce anxiety, and increase self-esteem. 
(American Art Therapy Association, 2016) 
 The art therapy program that the researcher attended stated that the program will equip 
their art therapy and counseling students with the skills and knowledge to apply the theory of art 
therapy in various treatment situations (Drexel University College of Nursing and Health 
Professions, n.d.).  The course work includes 90 total quarter credits that include courses 
approved by AATA.  Upon completion of the program and supervised work experience students 
will be equipped to apply for credentialing as an art therapist, through the Art Therapy 
Credentialing Board (ATCB), and in some states in the United States of America, as a licensed 
professional counselor.  
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 After reviewing the 35 AATA approved master’s programs in the United States,  five of 
the 35 have either an elective or required course addressing art therapy in an educational setting 
(American Art Therapy Association, 2016).  One of the five programs includes an art therapy in 
an educational setting specific track. 
Potash, Bardot, and Ho (2012) wrote an article reviewing the format of art therapy 
educational standards around the world to assess what standards Hong Kong and India should 
implement.  The researchers identified essential components of art therapy education as: the 
methods and skills of counseling and psychotherapy, and the application of the creative arts with 
different therapy theories.  
The Developing Identity of an Art Therapist in Training 
“Surprisingly little has been written about the processes of art therapy teaching, learning, 
and transferring learning to actual practice” (Kaptian, 2012, p. 148). A student in an art therapy 
program approved by the American Art Therapy Association must go through a practicum as 
well as an internship. Lith and Voronin (2016) examined the findings of an inquiry regarding the 
experience of on-site supervisors’ experience supervising counseling and art therapy practicum 
students (the students first on-site experience). The development of the inquiry occurred 
following a conversation between an art therapy practicum supervisor (first author) and an art 
therapy practicum supervisee (second author). They identified a need to explore how to better 
equip students in managing the stressful practicum component of their training. A total of seven 
supervisors participated in the interviews. Three were licensed mental health counselors, two 
were social workers, and two were licensed clinical psychologists. Data collected from the 
interviews was explored for themes and then divided into three categories.  The categories 
included: recommended professional qualities, essential professional and training qualities, and 
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particular training qualities for art therapy and practicum students. Essential qualities included: 
perceptual abilities (i.e., being attuned and sensitive), quickly assessing, being present and non-
judgmental; being aware of contextual and systemic factors related to the client, and relationship 
building skills (i.e., the way practicum students interacted with and related to clients). 
Supervisors noted that using personal life experiences to gain insight aided the practicum student 
in developing empathy and connecting with clients. Ethical awareness was noted in mature 
practicum students who maintained boundaries and paid attention to potential harm with certain 
clients. The recommended professional qualities were grouped under personality characteristics 
and motivational factors. Personality factors included compassion, flexibility, and openness to 
accepting feedback. The training qualities category included site readiness and application of 
knowledge. Within the site readiness category student art therapists required more knowledge 
about case management, were known to be unreliable with administrative tasks, lacked 
knowledge in diagnostics (which affected their ability to have effective dialogue with the clinical 
staff), and did not seem to come with experience in suicide and risk assessment. In contrast, 
successful art therapy practicum students could incorporate life management concerns within the 
therapeutic processes, establish therapeutic goals, teach clients tools to use once leaving therapy, 
demonstrate flexibility regarding how they used art therapy, and were able to transition into other 
techniques and tools if art therapy was not working for the client. Lith and Voronin (2016) 
concluded that this inquiry offered insights into areas requiring attention regarding the 
professional development of counseling and art therapy students. In addition, this inquiry also 
highlighted the importance of the following concepts: contextualizing art therapy as a part of the 
larger mental health system; art therapy has unique and distinct qualities; and art therapy is 
shaped by client interaction, therapy experiences, the art making process, and life lessons (Lith & 
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Voronin, 2016). Kapitan (2012) wrote an editorial on the developing identity of an art therapist 
specifically relating to the required one-year internship experience. She explained her experience 
as a supervisor and her supervisee’s experience being art therapy intern in Nicaragua.  The 
experience of the supervisee brought up many questions and thoughts for the author.  What 
assumptions might prevent an art therapy intern from understanding important ideas about 
community-based practices?  What new mental models should they acquire and how might their 
flexibly stretch or expand their existing knowledge to construct and answer critical questions?  
Many students may have a similar experience as the author’s supervisee when she first 
engaged in real-world practice and being confronted with unfamiliar people, sounds, procedures, 
and unwritten cultural rules of the setting.  An effective learning experience should place the 
students in situations where their existing preconceptions are challenged (Kapitan, 2012). The 
Function of supervision is to support the student and help them navigate cultural differences and 
the emotions transferred from clients that could arise when the student’s beliefs were 
challenged.  Through recounting her supervisee’s experience, Kapitan found that art therapy 
interns have preconceived notions when going into their clinical experiences based on their 
educational background.  Art therapy interns must learn what is included and excluded in their 
educational background and how learning advances investigation and the professional plan 
(Kapitan, 2012).  In addition, an art therapy intern’s process of constructing a professional 
identity can be challenging.  It has been suggested that new practitioners must find a balance 
between expectation attached to the role they are in and a sense of competence in that role 
(Kapitan, 2012).  Finding balance can be even more challenging for art therapists in situations 
where they are also balancing their artist and counselor identities (Kapitan, 2012).  Art therapists 
who can develop mental and technical flexibility will be able to recognize their assumptions and 
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change their expectations and approaches to fit the setting.  However, an art therapy and 
counseling degree seeking student makes for dually-prepared trainees who may also experience 
more role ambiguity (Kapitan, 2012).  Kapitan (2012) stated that more specific strategies need to 
be employed to assist students with integrating counseling and art therapy identities.  She 
noted that future art therapists need to be provided with more than just a wide range of skill sets. 
They also need the experiences and education that can help them elicit an imagination of 
expected change that brings about unique interventions that contribute to the improvement of the 
quality of health and life for all the client they serve (Kapitan, 2012).  
Bush (personal communication, 2016) listed 22 qualities that would make for a good art 
therapist, and qualities she would look for when highering an art therapist. Many of the qualities 
listed were similar, if not the same, as the themes identified in the 2016 inquiry by Lith and 
Voronin.  Additional qualities listed by Bush (2016) included: cooperation skills; capacity to 
work as part of a team; verifiable, authentic credentials in art therapy; reasonably accessible to 
patients or team members outside of sessions, after-hours, and in case of emergency; holds 
clients accountable for actions; maintains professional boundaries; manages one’s own time and 
the time of others; communicates effectively in writing; believes in the capacity for change (i.e., 
people can change and to be realistic about the change process in  helping  clients set attainable 
goals); and possesses knowledge of visual art , the creative process, human development, 
psychological, and counseling theories and techniques.  
Art Education 
This thesis addressed the lived experience of an art therapy intern in a primary 
educational setting.  The role of art education and instruction, school art therapy, and counseling 
with children in school settings was reviewed to further inform my research. 
15 
 
There are many proposed benefits when engaging in an art activity.  Art offers 
opportunities for personal development as it facilitates children to improve confidence and 
promotes feelings of self-worth (Peter, 1998; Rubin 2005; and Wadeson, 2010).  
Peter (1998) wrote an article on the educational benefits of the arts for all children, and 
specifically focused on children with special educational needs.  The arts are potentially a 
meaningful way of integrating and synthesizing knowledge, skills, and understanding. Children 
will bring to an art experience what they know and understand of their world to express and 
communicate.  Art is produced by our senses, which offers children the memorable learning 
experiences.  This is particularly important for children with special needs, who sometimes have 
difficulties with recall. For example, some children who were diagnosed with Autism Spectrum 
Disorder (ASD) have difficulties with autobiographical memory. Art was used as a tool to help 
children with ASD with their autobiographical memory (Peter, 1998).  Art teachers have an 
obligation to develop their students’ knowledge, skills and understanding in making the art, in 
presenting the art, and in appraising the art as discriminating and constructive critics.  A teacher 
should work with the students’ strengths, so that students can find enjoyment in art. Children 
tend to find the art inherently motivating.  Peter (1998) proposed four components that facilitate 
student learning through the process of art making: 1) art encourages fluency of thought 
generating solutions, alternatives and multiple ideas; 2) art promotes flexibility of thought such 
as shifting from one type of thinking to another, thinking in a variety of categories and several 
approaches; 3) art fosters originality of thought such as  coming up with unusual, novel, unique 
possibilities; and 4) art provides opportunity for elaboration such as developing an idea, and 
seeing new relationships between things to improve or change situations.  In working with 
students, the teacher establishes clear short-term goals, methods allowed, and anticipated 
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consequences, but there is always the element of surprise in the final outcome. The teacher is 
there to facilitate understanding to help students think through problems.  Art exemplifies active 
learning in a multidimensional way, which promotes creativity, social and personal development, 
problem-solving, communication and study skills.  
Art educators are asked to teach aesthetic, historical, and critical inquiry content in art 
and the production of art. In addition, art educators must integrate these in a way that is sensitive 
towards multicultural perspectives and socio-political concerns (Guay, 1994).  Guay (1994) 
conducted a study to answer the questions: “To what extent do art teachers teach students with 
special needs in kindergarten through twelfth grade art classrooms?  What kinds of preparation 
did the art teachers receive in their previous education training to teach children with special 
needs?  How do the art teachers perceive their preparedness to teaching students with special 
needs in mainstreamed, integrated class settings?” (p. 45).  A survey was created to answer the 
questions which consisted of rating scales and open-ended questions.  The survey was sent out 
through email to potential participants. Two hundred and twelve art educators throughout the 
United States participated in the survey.  The results of the study indicated that of the 212 
participants, 180 were working with students identified with academic, behavioral, physical, and 
sensory challenges.  The survey also revealed that more than 70% of the participants felt 
unprepared teaching children with special needs in an integrated art classroom.  In addition, the 
findings revealed that art education programs may be providing less special education curricula 
than previous years despite the increase in the number of students with special education needs 
in schools.  It was suggested that art educators need specialized understanding to adapt art 
curricula and media to meet the need of a wide variety of students.  The findings of the study 
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supported that consulting or collaborating with special education faculty could strengthen the 
integration of special education needs into the mainstream art education classroom curricula.  
Malchiodi (2013) explained her experience as an art educator and emphasized that art 
therapists need to acknowledge that some of the roots of the field of art therapy stem from art 
education.  Like many other art educators, their students were identified as having specific 
behavior problems, learning disabilities, emotional difficulties.  Art has inherently therapeutic 
aspects for all children.  Lowenfeld’s (1957) work on artistic development continues to be 
important for art educators and art therapists in schools. Lowenfeld’s (1957) developmental 
theory brings awareness to the significance of learning skills and aesthetic awareness, which 
offers self-expression and creative growth.  
Willin and Durr (2002) presented an interactive teaching tool call Teaching Anger 
Control Through Teamwork (ACTT) that focused on the use of creative and expressive arts to 
support teaching.  The first step was connection/team building learning, then the students learned 
vocabulary of anger, then the anger sequence, and lastly character education. Anger control maps 
were presented for children to draw out and represent how to control their anger.  The last step 
was peer feedback through storytelling and creative journaling. The purpose of the ACTT was to 
educate through instructional techniques with the use of creative writing, drawing, and 
storytelling. Art teachers use similar if not the same materials as art therapists; however, their 
focus is not the therapeutic process and treatment goals focus.  Instead, their focus is on aesthetic 
and artistic outcomes from instruction and curriculum (Randick & Dermer, 2013).   
 Albert (2010), a certified art teacher in Virginia who was educated as an art therapist, 
explained her experience of using art education standards while at the same time incorporating 
therapeutic goals for her curriculum.  The widely utilized theoretical approach in art education is 
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the Discipline Based Art Education (DBAE) in Virginia. The DBAE is based on four disciplines: 
art production, art criticism, art history, and aesthetics.  Generally, students having difficulties 
academically also happen to be the children that may benefit most from art therapy (Alber, 
2010).  Therefore, due to academic challenges it is difficult to take them out of classes for art 
therapy sessions.  The author suggested that the best way to solve students from being taken out 
of class is by integrating art therapy into art education curriculum.  The overarching therapeutic 
goals of this blended approach included increasing self-esteem, self-confidence, and self-
advocacy; developing frustration tolerance, creative thinking, and healthy risk taking; and 
communicating personal important life experiences.  Alber (2010) believed these goals could 
meet the needs of her students.  However, if clinical problem behaviors or emotional 
disturbances occurred in the studio that prevented the child and peers from working in class the 
student was referred to a school counselor or a social worker for more attention.  An example of 
a formatted art education curriculum involved asking the students to make a hand-built 
functional vessel to tell a story from their lives.  It was determined that the students would be 
shown how to make coil pots through displaying designs of already made vessels through a 
worksheet and PowerPoint presentation.  The vessel portion of the project met the educational 
standards of Virginia while the meaningful story of the students’ lives met the therapy need of 
the student. Grades for these projects were based on the completion of each step and an 
evaluation of the students’ effort and participation in creating a meaningful piece of 
artwork.  Integrating therapeutic components into art education curriculum would allow art 
therapy to reach more students with special needs (Alber, 2010; Bush, 1997; Lowenfield, 1957).  
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Art Education and Children with Special Needs 
Duerby (2013) discussed her view about art education’s failure to serve people with 
special needs.  For a short time following the Americans with Disabilities Act of 1990 (ADA) 
was interested in collaborating with special education specialists and wanted to change the 
medical model approach.  From this, disability studies emerged in efforts to promote advocacy 
and understand the perspectives and interests of students with special needs.  However, the 
practices and research suggestions of special needs were not integrated into the mainstream art 
education research.  Art education research (Causton-Theorharis & Burdick, 2008; Floyd, 2003; 
Gerber & Killman, 2010) had uncovered specific shortcomings of traditional special education.; 
They noted that student aids have often hindered learning by doing art for students. This 
contributed to lower expectations, substituting their own objectives for the art teacher’s.  The 
number of aids in art education classrooms had increased with the number of children identified 
with special needs. The negative effects and negative connotations about special education needs 
were so deeply ingrained in art education that often a person with special needs 
was  unknowingly placed in an inferior position.  For example, the logo of the National Art 
Education Association (NAEA) group, Special Needs in Art Education (SNAE) is a graphic 
representation of a clay coil figure that a child with special needs created of a SNAE 
founder.  The image has sentimental value but it also facilitates the metaphor of our culture 
thinking people with special needs are “adorably inept” (Derby, 2013).  For continued growth, 
art education should strive to produce research that combines students with special needs, artists, 
and educators to better understand, appreciate and acknowledge the dignity of people with 
special needs (Derby, 2013).  
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 Art educators expressed concern about a lack of training for working with special 
education students and a lack of skills for managing a classroom of students with mixed abilities 
(Kissinger and Ponder, 2009).  Kissinger & Ponder (2009) discussed an art education pilot 
project program that had one teacher artist, one art specialist (a person whose profession is 
making art and has a fine art’s degree), and one special education teacher.  Six goals were 
established for the program: 1) to create collaborative activities between special education 
teachers and art specialists, 2) to increase the quality of art activities available for students with 
identified with special needs, 3) to increase the knowledge of beneficial adaptations of art 
curricula for students identified with special needs, 4) to provide evidence of the benefits of the 
arts to children identified with special needs in the form of improved academic, social and 
affective functioning, 5) to disseminate techniques and findings to teachers statewide on the 
findings from this pilot program, and 6) to create a program report for the dissemination of 
information to improve the knowledge base of teachers statewide.  What resulted from the 
collaborative work was that art educators learned how to structure activities for students with a 
wide variety of abilities to be successful.  Special education teachers learned how to incorporate 
an art-based curriculum to encompass a wide variety of learning styles, intelligence, and abilities 
of their students. One of the special education teachers said, “her students learned so much more 
than just art in the projects: vocabulary, social skills, cognitive skills, planning, and having pride 
in their work” (p. 43). The significant effect of this pilot project lead to overwhelming 
communication amongst educators about the need for cross-curriculum training between arts 
specialists and special education teachers.  
 Art education training programs are slowly realizing the importance of providing future 
art educators with the skills to teach art to a wide variety of students who have a wide range of 
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abilities.  Lund and Massey (2004) wrote an article describing the change of an art education 
program that has courses to prepare art student teachers to teacher art to students identified with 
special needs.  The change in the program stemmed from a 1997 National Art Education 
Association conference where attendees expressed motivation to change after listening to a 
lecture about Viktor Lowenfeld’s legacy (1957) of artistic development.  The speaker reminded 
art educators that Lowenfeld’s focus was on the student and the preparation of the art teacher to 
focus on the student’s characteristics and how to best assist the student.  Another aspect that 
facilitated the change in the thinking and approach to the program was a quote that Lowenfeld 
(1957) had cautioned adults, “We transfer our feelings to the child instead of learning to know 
the child’s feelings, translating them and putting ourselves into the child’s position” (as cited by 
Lund & Massely, 2004, p. 54).  The resulting change in the art education program now offers a 
three-credit semester course entitled Exceptional Children (Lund & Massey, 2004).  The purpose 
of the course was to provide a foundation to help art student educators develop an understanding 
of the legal issues, attitudes, and specific areas related to exceptionalities, and appropriate 
vocabulary related to learners with special needs.  Art student educators learned about different 
attitudes people might hold about children with special needs.  Another important task that the 
course included was for the art student educators to acknowledge their own fears and biases. 
Once identified, they are directed to begin to find ways to understand the biases and realize the 
importance of acknowledging them in the practice of teaching art to students with special 
needs.  The art student educators were required to volunteer at an Art Community Service 
Project.  The goal was to help art student educators realize that their artistic efforts have social 
dimensions and connections with a large community.  Lastly, during student teaching art student 
teachers could realize the importance of their training and whether they felt it prepared them for 
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teaching.  After the change in the program one recommendation remained: the need for more 
practical field experience with students with exceptional needs before going into student 
teaching.   
School Art Therapy 
“School art therapy is a phenomenon” (Bush, 1997, p. 8).  School art therapy, like that of 
art therapy, is still in search of a concrete definition (Malchiodi, 2013).  Many people have 
contributed research to the area of educational settings for the art therapist (Bush, 1997; Cohen, 
1974; Lowenfeld, 1957, 1970, 1975, 1987; Minar, 1977; Silver, 2000).  A position paper by 
AATA (2013) regarding art therapy in the schools stated that most art therapists work outside of 
the classroom setting with individuals or small groups.  The art therapist keeps confidential 
records and assessments for each student they work with, designs and implements treatment 
plans, and keeps in close consultation with the child’s teacher, other school staff associated with 
the child, and the child’s parents/guardians.  Art therapy facilitates psychoeducational growth by 
fostering cognitive and emotional development using art (Malchiodi, 2013).  
Wengrower (2001) described the work of arts therapists in schools and the cultural 
encounter between school-education culture and therapy culture.  In therapy, consistency in 
therapist and client meeting on a certain day and for a set length of time are both important 
components. These components are changed constantly by the school calendar, which includes 
schedule disruptions such as holidays, school trips, staff days, and assemblies.  The complexities 
that arise in the differences between school-educational and therapy are not only organizational, 
but also cultural and emotional.  Wengrower (2001) identified that a creative arts therapist or 
mental health worker is like a stranger when entering a school setting and are of the 
minority.  The barriers of therapists using their own clinical language as well as the schools 
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utilizing their educational terminology makes it challenge for the integration of the 
therapist.  Sometimes therapists are met with the resistance of teachers in interaction or 
communication with the therapist, due to their feeling that they have a close bond with their 
student. The teacher may also have difficulties accepting that the student can establish a close 
bond with another staff member.  
School and therapy culture differ.  In the school, there is a sense that everyone is under 
constant evaluation (tests, grades, performance evaluations, etc.), that there is a structure/level 
that the student must fit into (the grade the student is in), and that an emphasis is placed on the 
collective school community and image with less on the individual (Wengrower, 2001).  School-
based therapists may find the environment difficult to work in due to lack of basic therapeutic 
stucture such as clinical setting and climate, the arranging of appointment times, discretion (with 
regard to other peers and school faculty), and creation of an intimate atmosphere (Wengrower, 
2001).  Bush (2016) wrote that to work and become an art therapy expert in the school system 
one needs to study hard, ask questions, take guidance, and most of all learn a new vocabulary she 
called “educationese”. Most therapy culture focuses on the individual, accepts the child as they 
are, and tries to assist the child through their own personal process of change.   Significance is 
placed on respect of privacy and the student’s personal time in session.  The need to provide a 
space that is safe for personal expression and growth is essential in the culture of therapy, which 
is often difficult to create within the school culture.   
After home and family life, school is the place that children spend most of their time 
during their 12 years of education in the United States (Wengrower, 2010).  With that in mind, it 
would be beneficial for a therapeutic working model to be developed that is adaptable to the 
educational culture.  Expression through art is an activity that has social value, is socially 
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acceptable, and is less stigmatizing.  In addition, it allows for the child’s unimpaired qualities to 
be utilized while they are working through personal challenges in therapy (Wengrower, 2001). 
Randick and Dermer (2013) presented information on how school art therapy programs 
can meet the beliefs, philosophies, and mission that overlaps with that of school 
counseling.  Education systems are no longer just responsible for teaching children reading, 
writing, and arithmetic; educators are also responsible for children’s emotional and social well-
being.  The American School Counselor Association (ASCA) has national standards that assist 
school counselors in describing the knowledge, skills, and attitudes that children are supposed to 
learn through school-based programs and interventions.  Randick and Dermer (2013) expressed 
that art therapy is a natural fit for the mandates of the ASCA National Model (2013).  Art 
therapy assists with meeting ASCA’s four main goals of: 1) foundation, 2) delivery system, 3) 
management system, and 4) accountability.  This can be achieved through strength-based 
interventions, insight oriented outcomes, the validation of students’ life experiences to meet 
social-emotional goals, social skills training, art therapist’s awareness of importance of priorities 
and responsibilities, and art therapist’s ability to have legal documentation of social-emotional 
development of children.  Art therapists who can balance their professional identity with an 
educational knowledge base will be more effective in working in an educational setting (Randick 
and Dermer, 2013).  
Janet Bush (1997) is the founder of the United States’ first school art therapy 
program.   In her book The Handbook of School Art Therapy (1997) Bush wrote that art 
therapists are unique in the work they do because they pay attention to the verbal communication 
of the child and combine it with the special attention given to the non-verbal communication of 
the child.  Art therapists personalize their relationship with the child.  School art therapists 
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provide a range of services for children in schools that require working with students, teachers, 
administrators, and other school personnel; families, surrogate caretakers, community and 
regional agencies, etc.  Art therapy offers services of therapeutic, diagnostic, and prescriptive 
approaches to helping students who have been identified as special needs or students who may 
not qualify for programs but need extra assistance.  Schools in the United States are expected to 
educate and support children who are of a wide range social, cultural, and economic 
backgrounds.  Art therapists can help meet the challenges that educational systems face by 
offering opportunities for children to work through the obstacles that impede their educational 
progress.  Art therapy facilitates appropriate social behavior and promotes healthy development 
(Bush, 1997). 
Roles and responsibilities of art therapists in school settings.  Bush (1997) discussed 
the roles and responsibilities art therapists may hold in a school setting. An art therapist in a 
school setting can take different forms depending on the training, expertise, and focus of the art 
therapist, and on the need of the specific school.  The roles an art therapist in a school setting 
may hold are Art Education Therapist, Clinical Art Therapist, Consultant, or Trainer.   
An Art Education Therapist has a background in art education and acts as an art 
teacher.  In this role, the art therapist is usually placed in a classroom and is considered an art 
teacher.  In some states the art therapist is required to be a credentialed art teacher to be in this 
role. Most art therapists are not also educators and therefore cannot fulfill this role without 
further training. The Art Education Therapist can implement an art lesson that use art therapy 
techniques to assist students with a wide range of abilities such as physical disabilities, cognitive 
impairments, emotional concerns, and behavioral concerns.   
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In the clinical art therapist role, one does not have to be a credentialed art teacher because 
their role does not include teaching all students.  The focus of the art therapist in this role is on 
art as psychotherapy and counseling, and to implement therapeutic and diagnostic practices with 
children who have been identified as need therapeutic services for emotional regulation, behavior 
modification, etc.  In this model, art therapists work with students on a continuous caseload basis 
(Bush, 1997).   
Another role an art therapist can hold in a school setting is as a consultant.  An art 
therapist in a consultant role performs the same as the clinical art therapist except they work 
through an individual referral basis (Bush, 1997).   
Lastly, a trainer is an art therapist who concentrates on the staff development and 
provides childhood development training.  It would be beneficial to hire an art therapist who 
could fill any of these roles; however, the non-teacher art therapists are needed to provide 
therapy to students (Bush, 1997).  A non-teaching art therapist would be able to spend the time 
doing what they were trained to do: art therapy.    
 There are many responsibilities of art therapists in schools. Art therapists in schools 
create a therapeutic environment, complete student assessments, engage in treatment planning, 
provide art therapy services, document, and maintain professionalism and ethical practice (Bush, 
1997).  The therapeutic environment is recognized when an art therapist is conducting art therapy 
in a physical and psychologically safe space, has established relationships with the students, can 
adhere to health and safety regulations, and ensures privacy and confidentiality. Art therapy 
starts by obtaining consent, administering student assessment, obtaining family history and any 
relevant medical, developmental, psychological, psychiatric history, conducting a mental status 
exam, and reviewing school records relating to the child.  Treatment planning includes 
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formulation of treatment goals, plans, and possibly collaboration from other professionals.  The 
provision of art therapy services includes the use of art materials, equipment, and a structure to 
assist the student in exploring feelings, thoughts and perceptions, and to gain feedback on 
increased self-perception, improved self-worth, and ego strength to promote growth and 
healing.  The art therapist maintains documentation in the student’s file. In addition, student 
artwork is labeled and appropriately filed. Professionalism and ethics are an integral part of the 
art therapy services, which includes following the AATA (2003) Code of Ethics for Art Therapy 
as well as policies and procedures of the school district.  
School-based Art Therapy Interventions  
Freilich and Schechtman (2010) conducted a study to examine the impact of art therapy 
on the socio-emotional and academic achievements of children with learning disabilities (LD). 
Ninety-three children from 19 different schools participated in the study. Forty-two were in art 
therapy and the remaining 51 were in academic assistance.  The staff in the study encompassed 
10 board certified art therapists and 17 teachers. The intervention lasted 22 weeks.  Those in the 
art therapy study received one hour of art therapy and two hours of academic instruction per 
week, and those in the academic group received three hours of academic instruction.  The 
researchers found that overall, both groups displayed that the children’s academics progressed at 
the same rate.  The art therapy group moved from a clinical to non-clinical level of adjustment 
compared to the academic-only group.  This study suggests that art therapy in a school setting 
may help children with LD’s work through different challenges outside of school.   
 Art Therapy Connection (ATC) was a year-long school art therapy program in Chicago 
for children at risk of failing between the grades of three and 12 (Sutherland, Waldman, & 
Collins, 2010). Sutherland, Waldman, & Collins (2010) explained ATC’s goals and objectives, 
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typical art directive, and informal outcomes.  Chicago’s inner-city schools did not have the 
necessary psychological support services to assist all of the children that needed mental health 
support.  ATC provided a year-long Adlerian-informed art therapy program to assist children 
with developing social skills such as group identity, group cohesion, and cooperation. Students 
were referred to the program by teachers, school staff, and parents; as well as self-referred in 
some cases. Students were either seen individually or in group art therapy after they had had a 
consent form signed and gone through an assessment with an art therapist.  They were seen 
weekly, and taken out of class for either individual or group sessions.  Researchers compared the 
school data of 2007 and 2008 and found a 36% improvement in the graduation rates of high 
school students. Seventy-eight percent of the 2008 graduating students were in the ATC 
program.  Halfway through and at the completion of the school year students in the ATC 
program were ask about their experience in the program.  Many students talked about the trust 
that they formed with their art therapist and how they were more aware of who they are and what 
they can achieve.  A teacher acknowledged the progress of her students in their academics and 
personal lives. School art therapy was encouraged after the ATC process.  ATC art therapists 
worked towards promoting self-awareness and a feeling of belonging which then in turn 
promoted social interaction to achieve social, emotional, and academic success (Sutherland, 
Waldman, & Collins, 2010).   
 Isis, Bush, Siegel, and Ventura (2010) described the history, development, and current 
outlook for school art therapy services provided by the Miami-Dade County Public School (M-
DCPS) Clinical Art Therapy Department. M-DCPS is the oldest school art therapy department in 
the United States.  The department grew out of interest, funding, and the increased population of 
students in need of special education.  A pilot study conducted in the 1979-80 school year 
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focused on providing art therapy intervention for children with autism, profound cognitive 
disabilities, emotional disorders, and physical disabilities.  School administrators and staff were 
in support of continuing the program when the end of the year came around.  The program has 
since grown and currently has its own department. As of 2010, 19 Registered or Board Certified 
art therapists were working full time for M-DCPS.  Children who are referred for art therapy 
must meet need-based standards and be assessed by an art therapist before receiving 
services.  M-DCPS art therapists keep clinical files for each of the students receiving services, 
conduct art therapy assessments, evaluate mental health status, maintain session notes, and 
manage parent permission forms and contact logs.  Along with providing services, art therapists 
are also required to attend Individual Education Plan (IEP) meetings, parent meetings, school 
faculty conferences and district-wide Clinical Art Therapy Department professional development 
sessions.  There is a growing demand for in-service programs like M-DCPS, supporting the 
understanding that art therapy helps provide insight into students’ behaviors and display 
strategies to use in counseling and the classroom (Isis, Bush, Siegel, and Ventura, 2010). 
Conclusion 
The literature review encompassed topics on the methodology used in this study as well 
as information related to challenges, roles, cultures, assumptions, and populations an art therapy 
intern may encounter when working in a school setting. Empirical studies on the developing 
identity and education of an art therapy and counseling student was discussed to provide 
evidence of the lack of educational training in school art therapy and the identity development 
struggle I was feeling when working in a school setting.  Research and anecdotal evidence 
regarding art therapy programs in schools were discussed to identify the difficulties and 
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successes of art therapists in school settings. The following chapters will review the method of 
research, the results, the discussion of results, and clinical conclusions based on the study. 
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CHAPTER III: METHODOLOGY 
Design of the Study 
This study was an arts-based heuristic inquiry which sought to examine the experience of 
an art therapy intern working in a public school.  The question of the study was, “What is the 
experience of a clinically trained art therapy intern working in a school setting?” Moustakas’ 
(1990) heuristic methodology was utilized throughout this study.  The six phases of Moustakas’ 
(1990) methodology (reviewed in chapter II) were followed to help guide the researcher through 
the heuristic study.  In addition to the six phases, seven concepts of phenomenology assisted the 
researcher to reflect on thoughts and images, and to gain deeper knowledge to connect with 
greater meaning of the lived experience (as cited by Djuraskovic & Arthur, 2010).  The seven 
concepts include: 1) identifying with the focus of inquiry, 2) self-dialogue, 3) tacit knowing, 4) 
intuition, 5) indwelling, 6) focusing, and 7) an internal frame of reference.  Artistic and written 
journaling were utilized as a way to collect data during the immersion phase.  The data collected 
helped meet the objective of the study and identified implications for informing other art 
therapists working with this population and setting.  
The subject of the study was the researcher.  As the researcher, I will now refer to myself 
in first person.  I inquired into my own experience as a clinically trained art therapy intern 
working in a school setting.  Art-making and written journaling occurred at the end of each 
internship day.  Internship days were Mondays, Tuesdays, and Fridays unless the school was not 
in session.  Moustakas’ (1990) seven concepts helped me acknowledge and express my emotions 
while journaling.  The art-making and journaling were the data collection; therefore, art-making 
and journaling commenced for a set period of time, 26 internship days.  
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Location of Study 
The study location was an elementary charter school in an urban setting, where I spent 
three days a week as the onsite school art therapy intern.  The art-making and journaling was 
originally collected at the end of the school day after students had left.  I journaled in the 
assistant vice principal's office, which had a large round table where I recorded my data. 
However, after three weeks the location of data collection switched to my apartment also located 
in an urban area. I changed the location of collecting data because comments were made by 
teachers and staff, and I was interrupted frequently while journaling when I was in the vice 
principal’s office. I needed a private and quiet area where I could focus and reflect on the 
internship day, so my apartment was the best place and had the environment qualities I needed. 
Art-making and journaling was then collected right after I got back to my apartment from 
internship.  In this more private setting the collection of data was always recorded at my desk 
within my bedroom.  I limited myself to a location that had little distractions to allow for total 
focus and reflection.  In addition, I limited the art-making and written journaling to be 
immediately after the internship day, so events from the day were fresh in my mind.  There was 
an exception of two or three days where collection of data did occur again at the school.  Those 
days were purposefully planned because I was not returning to my apartment after my internship 
day was over.  
Time Period for Study 
The data was collected for 26 days.  Data was collected on Mondays, Wednesdays, and 
Fridays after my internship day was complete. Unless the school was closed on one of the 
internship days then data was not collected on that day.  Art journaling was completed after 
every internship day. Written journaling accompanied art making on most of those days, and did 
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not occur on its own.  The collection of data started on October 7, 2016 and ended on December 
16, 2016. The collection of data and last day of my immersion phase (Moustakas, 1990) was on 
December 16, 2016.  I chose this as my last day because Moustakas’ (1990) next phase in his 
six-step heuristic method is incubation.  In this phase, the researcher takes a step back and 
becomes detached from the question.  Therefore, to allow complete detachment from the 
question, my incubation period needed to be when I was not attending my internship.  Further, 
my fall courses were over and I was going on a two week winter break.  I had pre-planned this 
timing and felt it was important to align the incubation period of my study with the time I was 
away from both my internship site and graduate school.   
Enrollment Information 
I was the sole participant/subject of this study. I am a 23-year-old white cisgendered 
female enrolled in Drexel University's College of Nursing and Health Profession's Art Therapy 
and Counseling Master's program. I had previously completed a three month art therapy 
practicum experience at an after school behavioral program in an urban setting where I worked 
with groups of children between the ages of eight and twelve.  
Subject Type 
The subject is the researcher.  
Subject Source 
The subject source derived from my experience in initial engagement (Djuraskovic & 
Arthur, 2010).  “The task of the initial engagement is to discover an intense interest, a passionate 
concern that calls out to the researcher, one that holds important social meaning and personal, 
compelling implications” (Moustakas, 1990, p.27).  Within this phase, the researcher must 
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immerse oneself in self-dialogue and self-exploration in the active experience in order for a 
research question to emerge (Djuraskovic & Arthur. 2010).  
Kenny (2012) described the heuristic process as being so immersed in the question, that 
you basically become one with it. Therefore, in this instance, it is the question that ends up 
choosing the researcher.  I started my internship site with the proposal that I was going to 
develop an art therapy method for my master's capstone thesis.  After being at my internship site 
for about a month I knew that development of a method was not a good fit for my site and the 
population. It was not going to be therapeutically beneficial.  I started to think about what other 
thesis options would assist my experience and be beneficial to my clients.   
Each day I went to internship I thought about what I could implement or change. I 
considered data I could collect to inform what project or research I could do for my thesis.  What 
I did not realize (until I started paying attention to my behavior and my emotions while at the 
site) was that I needed to stop looking externally at what I could possibly do and instead look 
internally and listen to myself.  My body was telling me that I was utterly confused.  My writing 
was sporadic, my clinical notes were hard to follow, and I found myself wondering how to 
interact with children.  I was mystified as to what was causing me to be so confused. I had past 
clinical experience working on a psychiatric unit in a hospital as well as experience at an after 
school behavioral health program for children.  In addition, I had had one full year of master’s 
clinical course work to assist me at my internship.  I asked myself multiple times, “Why am I 
feeling confused?”  
The source of confusion hit me when I was in a meeting with one of the school social 
workers discussing some clients.  She talked about information that was unfamiliar to me, such 
as “Individualized Educational Program (IEP) meetings” and other educational lingo.  When I 
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asked her about some of the clients’ backgrounds, the majority of the time she could not tell me 
much about the child other than the tiny bit of information parents provided, and why they were 
being identified in school as a student needing extra support.  The limited background 
information was unlike my past practicum experiences.  Further, my past experiences and 
clinical training thus far made me feel unprepared for this internship setting. I just had so many 
questions. Another aspect that I believe added to my confusion was the regarding therapeutic 
space I was supposed to create. The school could not provide me with a specific room where I 
could have my sessions. I was told that either an alternate teaching room would be available, a 
social worker's office, or another administrator’s office.  It would also depend on the day which 
room I could use. Altogether, the language at the school was unfamiliar to me, clinical 
information was vague, and the location where I was going to be having group would not be 
known to me until each day I arrived at the school.  Even when in a room, I had instances of 
being asked to use the room for testing purposes, so I needed to leave.  These happenings made 
me wonder what my experience was going to be as a clinically trained art therapy intern at an 
educational setting.  To understand and find deeper meaning to my confusion my research 
question emerged.  “What was my experience as a clinically trained art therapy intern in a school 
setting?”  
Recruitment 
The researcher was the sole participant in the study.  Therefore, recruitment was not 
needed for the study.  
Investigational Methods and Procedures 
Research procedure. Each day for data collection I drew and wrote in my journal, with 
the exception of days 6, 9, 15, 17, 18, 20, and 21 in which writing did not occur in the 
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journal.  Documentation occurred right after the school day for the first 4 days. After which the 
location of documentation was changed.  Documentation then occurred at my apartment 
immediately after arriving home from internship. There were two occasions when I was not 
returning to my apartment after internship. Therefore, documentation occurred at the 
school.  Documentation involved art-making and journaling. The creative process occurred in the 
same order each time: the artwork would come first to inform the writing. Sometimes writing 
would not occur because no verbal expression could be gleaned from the experience for that 
day.  For the purpose of this heuristic study, documentation was intentionally connected to 
relationships at my internship site. This included interactions with school personnel, students, 
and the school environment.  This focus was maintained in order to illuminate my experience as 
an art therapy intern in a school setting.  
Data collection. Artwork and journal reflection were completed at the end of each 
internship, except on days 6, 9, 15, 17, 18, 20 and 21 when journal writing did not occur due to 
the researcher not having verbal reflection for those days.  I utilized two-dimensional materials: 
watercolor colored pencils, fine tip markers, ink pen, and colored pencils for portability purposes 
and accessibility.  A portable, six inch by eight and one-half inch bound art journal was used for 
art and written journaling.  On the front side of the pages artmaking reflection occurred and on a 
separate lined paper the written reflection occurred. The written reflection was cut out when the 
day’s narrative was completed and glued to the back side of the artwork for that internship day’s 
data collection.  Artwork occurred in a mandala form to assist with focus, with spontaneous 
reflection on the internship day, and to elicit thoughts for the journal writing.  Each mandala size 
was a four and seven-eighths inches in diameter. The rationale for choosing a mandala form was 
based on literature supporting that mandalas having been found to help with focus, grounding, 
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and psychic reflection (Grey, 2001; Kellogg, 1978).  The collection days at my apartment (22 
days) always occurred in my bedroom while sitting at my desk. Other data collection days 
occurred at the school in the vice principals office.  Data was collected right after each internship 
day to allow for immediate reflection on the day.  There was never a set time constraint for art or 
written journaling to allow for open freedom of expression.  
Data analysis. Both art and written journal entries were included in the data analysis. Art 
journaling was analyzed first followed by the written journal entries.  Art entries were viewed for 
the first time after incubation in the company of another person, my thesis advisor.  Analysis of 
the artwork continued on my own in my apartment.  All artwork was analysis from my 
perspective as the researcher with the lends of a clinically trained art therapy intern. The artwork 
was also analyzed through my own personal lends in understanding what the different colors, 
shapes, and content meant to me.  
The pages from the bound art journal were removed to allow viewing of all 26 images 
simultaneously and in chronological order.  Upon viewing the 26 images in this manner, I noted 
similarities between the images.  In heuristic methodology, the analysis of data involves 
immersion into the data until it is understood. This process may take immersing one in the data, 
then taking some time away from the data, and then returning to the data (Moustakas, 1990). 
Similarities in the artwork were noted and set aside.  I returned to the data a week later and laid 
out the images in chronological order again before moving the artwork into groups of 
similarities.  Color was the first category.  The artwork formed four different color groups.  Cool 
colors (mostly consisting of blues and whites), warm colors (consisting mostly of reds and 
oranges), Earth colors (consisting of greens, browns, and blues), and mixed colors (consisting of 
reds, oranges, yellows, blues, greens, purples, and pinks).  
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Two other categories emerged through evaluation of the data: content and 
quality.  Content of the artwork was split into three sub-groups (recognizable shapes, abstract, 
and identifiable objects/animals).  The groups were further analyzed on form and content. 
Boundaries was another category that emerged when analyzing the artwork. Two sub-groups 
were formed, which included color staying within the mandala boundary line and color outside 
the mandala boundary line.  The artwork within each group was further analyzed for detail.  
After the artwork entries were assessed, written journal entries were examined. Scanned 
copies of all the journal entries were made to help with the evaluation process and allow for 
circling and highlighting of words to search for common themes.  Two prominent themes 
emerging from the written data included the emotions of the researcher and the lack of physical 
space available within the school.  To allow time away from the written data, the research set 
aside the written journaling and returned to it a week later.  The written journal entries were then 
transcribed into a word document on the computer.  The transcription process assisted in the 
coding process.  Repeated emotions were noted. While transcribing three additional themes 
emerged.  The journal entries were analyzed by an online frequency word/phrase counter to 
determine what words and phrases were consistently repeated throughout the journals.  The top 
three most frequent words included “with, student, client(s)” and the top two 2 word phrases “I 
am/I’m, and I have”.  The word document was printed and the sentences that contained two of 
the top words, or phrases were circled (see Figure 5).  Upon examining the circled sentences, 
five themes emerged from the coding process: 1) student/client focus, 2) communication/ 
collaboration, 3) physical and imagined space, 4) uncertainty of professional role, and 5) art 
therapist’s emotions/feeling of the day.  Numerous themes appeared within a single journal 
entry.  
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Operational Definitions of Terms, Concepts, and Variable 
This section contains keywords and definitions that assists in understanding this research. 
The definitions are listed below:  
• Role of art therapist in educational setting - An art therapist in a school setting can take 
different forms depending on the training, expertise, and focus of the art therapist, and on 
the need of the specific school.  The roles an art therapist in a school setting may hold are 
Art Education Therapist, Clinical Art Therapist, Consultant, or Trainer (Bush, 1997). 
• Boundary – Boundaries can be thought similarly to borders. Borders are where something 
ends and another begins (Oreilly, 2013).   
o In artwork – A boundary in artwork is a line, area or paper that art material is not 
to cross. 
o In therapy – The main role or purpose of boundaries is to help us to monitor the 
therapeutic relationship. It protects the balance between autonomy and 
attachment, between dependence and independence, and the physical space where 
therapy occurs and where it does not (Oreily, 2013).  
• Heuristic – Research that seeks to find meaning of a phenomenon through searching the 
internal world of the self via self-reflection, exploration, and interpretation of the 
question being studied (as cited by Djuraskovic & Arthur, 2010). 
• Phenomenological – Emphasizes the individual’s subjective experiences while the 
researcher suspends theories, explanations, hypotheses, and conceptualizations to be able 
to understand the phenomenon (Mertens, 2015). 
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• Mandala – “The Sanskrit word mandala means ‘circle’ in the ordinary sense of the word. 
In the sphere of religious practices and in psychology it denotes circular images, which 
are drawn, painted modelled, or danced” (Jung, 1959, p.3). 
• Art Therapy – “A mental health profession in which clients, facilitated by the art 
therapist, use art media, the creative process, and the resulting artwork to explore their 
feelings, reconcile emotional conflicts, foster self-awareness, manage behaviors and 
addictions, develop social skills, improve reality orientation, reduce anxiety, and increase 
self-esteem” (American Art Therapy Association, 2016).  
• Educational Setting –  The “Learning environment [which] refers to the diverse physical 
locations, contexts, and cultures in which students learn. Since students may learn in a 
wide variety of settings, such as outside-of-school locations and outdoor environments, 
the term is often used as a more accurate or preferred alternative to classroom, which has 
more limited and traditional connotations—a room with rows of desks and a chalkboard, 
for example” (Hidden Curriculum, 2014, para. 1).  
Possible Risks and Discomforts to Subjects 
Since this study was a heuristic methodology design, I could have possibly encountered 
discomfort examining my own experience and emotions.  Emotional responses could have been 
particularly intense during moments of the collection and analysis processes.  In addition, some 
of the data was collected in the presence of others which may have caused some discomfort with 
the awareness of being observed while creating art.  
In addition, risks of discomfort could arise with the awareness that others may read about 
my experience.  
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Special Precautions to Minimize Risks or Hazards 
I sought to collect data in a private location where people could not observe me.  As part 
of the school program I had one hour individual supervision with a supervisor, and I had an hour 
and fifty minute group therapy session to discuss topics related to my internship experience. 
These meetings helped me process and decrease overwhelming emotions and answer questions 
related to my experience of being an art therapist in an educational setting.  
In the next chapter I will introduce the results of the study sequentially, beginning with 
the visual data and concluding with the written data.  Themes and categories emerging in the 
artwork and journal entries will be identified and figures will be cited. 
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CHAPTER IV: RESULTS 
This chapter discusses the results from data collected. Twenty-six days of artwork and 
written journaling data will be presented.  Themes and categories will be highlighted, as well as 
references to images, tables, and graphs located in the appendix.  Themes that emerged from the 
artwork were color, content, and boundaries; and themes that surfaced from the written data were 
student/client focus and therapeutic relationship, communication/collaboration with staff, 
physical and imagined space/boundaries, and uncertainty of professional role.   
Themes Found in Artwork Journal Entries 
Common themes that appeared throughout the data analysis of the artwork journals were 
as follows: color, content, and boundaries. 
Color. Among the data analyzed, all twenty-six artwork journal entries contained color 
(see figures 6-31). Within the color theme four categories emerged: 1) blue/cold, 2) red and 
orange/warm, 3) earth, and 4) mixed (see Figure 1).  Of the twenty-six artwork journal entries, 
ten entries contained blue/cold (see Figure 32), five had red and orange/warm colors (see Figure 
33), seven had earth colors (see Figure 34), and four had mixed colors (see Figure 35). 
When examining the color categories in chronological order (see Table 1) there was a 
grouping of six blue/cold colors, days 20-25, and a grouping of three earth colors was revealed 
on days 15, 16, and 17.  No other color groupings were found when looking at the artwork 
journal entries in chronological order. Red and orange/warm artwork journal entries occurred on  
stand alone days; 1, 4, 7, 11, and 19.  Mixed color combination appeared in a pair once in 
chronological order, days 2 and 3. There was a span of eleven artwork journal entry days that 
color category grouping did not occur, days 4-14. Table 1 displays the color, content, and 
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boundary themes for all twenty-six artwork journal entries in chronological order. Seven of the 
ten artwork journals within the blue/cold category appeared between days 14 - 26 (see Table 1).   
Content. Three content categories surfaced when analyzing the artwork journal entries: 
1) abstract, 2) recognizable shape(s), and 3) identifiable objects or animals (see Figure 2).  Out of 
the twenty-six artwork entries, ten revealed abstract qualities (see Figure 36).  Six artwork 
journal entries displayed recognizable shapes (see Figure 37), and ten of the art pieces had 
identifiable objects or animals (see Figure 38).  When an artwork journal entry had a 
recognizable shape or shapes within the circle the artwork would be grouped into the 
recognizable shape category, and when a name could be placed upon object or animal(s) within 
an artwork journal it was grouped into the identifiable objects or animals category. If no shape 
could be recognized and no object or animal could be identified the artwork journal was grouped 
into the abstract category.  
When looking at the content themes in chronological order one grouping of four art 
journal entry days was recognized (see Table 1): artwork entries days 23-26 were grouped under 
the identifiable objects or animal category. Another pattern of identifiable object or animal and 
abstract was identified when chronologically viewing days 16-20. Here the pattern showed a 
switch back and forth between identifiable object or animal and abstract categories (see Table 1 
and Figures 21-25).  
Within the ten artwork journal entries identified under the abstract category, four were 
under the blue/cold color category, three were under the red and orange/warm color category, 
two were under the mixed category, and one was under the earth category (see Figure 36). For 
the six artwork journals categorized under the recognizable shapes, two were in the blue/cold 
color category, two were in the mixed color category, one was in the red and orange/warm color 
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category, and one was in the earth color category (see Figure 37). Of the ten artwork entries 
within the identifiable object or animal category, four were under the blue/cold color, four were 
under the earth color, one under red and orange/warm, and one under the mixed category (see 
Figure 38).  
Boundaries. Two boundary categories arose when reviewing the data: contained and 
uncontained (see Figure 3). If an artwork journal entry had drawing outside of the circle the entry 
was grouped into the uncontained category and artwork journal entries that did not have drawing 
outside of the circle were grouped into the contained category. Seventeen of the twenty-six 
artwork journal entries were grouped into the contained category (see Figure 34), and nine were 
grouped into the uncontained category (see Figure 35).  
Of the seventeen artwork journal entries selected under the contained category, six were 
of the blue/cold color, three were of the red and orange/warm color, five were of the earth color, 
three were of the mixed color category; and six were found to be within the abstract content 
category, three were within the recognizable shape content category, and seven were within the 
identifiable object and animal content category. Within the nine entries selected in the 
uncontained category, four were of the blue/cold color category, two were of the red and 
orange/warm color category, two were of the earth color category, and one was within the mixed 
color category; and four were in the abstract content category, three were in the recognizable 
shape content category, and three were in the identifiable object and animal content category.  
After reviewing the boundary categories (contained and uncontained) in chronological 
order a grouping of five contained within the circle boundary category was revealed, artwork 
journal entries 16 - 20 (see Table 1). There were also two other groupings of three artwork 
journals under the contained boundary category, entries 9 – 11 (see Figures 14-16) and 24 – 26 
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(see Figure 29-31) (see Table 1). Six of the nine artwork journals within the uncontained 
category were found in first half the data collected (entries 1 – 13) (see Table 1).  
Themes Found in Written Journal Entries 
All journal entries were first coded using the most frequent words and two word phrases, 
which included “with”, “student”, “client”, and the phrases “I am”, “I’m”, and “I have”. 
Common themes that appeared throughout the data analysis of the nineteen written journals were 
as follows: student/client focus, communication/collaboration with staff, physical and imagined 
space, uncertainty of professional role, and art therapist’s feelings/atmosphere of the day. 
Multiple themes were found in a single written journal entry, and journaling did not occur on 
days 6, 9, 17, 18, 20, and 21 (see Table 2).  
Student/Client focus. Within the nineteen written journal entries thirteen of them 
included information related to the student/client focus theme (see Table 2). On days 7 and 10 
student/client focus emerged twice (see Table 2). Writing within the journal entries were 
determined to be a part of the student/client focused theme when the words “student” or “client” 
were included and student behaviors were addressed. The student/client focus theme was found 
throughout and two categories were revealed; 1) presenting symptoms and 2) the client/therapist 
relationship. A sentence or phrase was determined to be within the presenting symptoms 
category if words appeared relating to symptoms such as, anxiety, sadness, depression, sensitive 
to stimulus, etc. The relationship category was created for sentences that related to therapist and 
client communication, if a client was resistant or hesitant, or if students acknowledged the 
therapist when they saw her in the hallway. Of the fifteen sentences that included information 
related to student/client focus, eight of them were within the symptoms category and seven of 
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them were within the client/therapist relationship category (see Table 2). On days 7, 8, and 10 
there was a cluster of five sentences within the client/therapist relationship category.  
Communication/Collaboration with staff. Within nine of the nineteen written journal 
entries communication/collaboration was addressed, and within entry day 14 the theme was 
noted twice (see Table 2). Information within the written journal entries were considered in the 
communication/collaboration theme if the journal alluded to the art therapy intern talking with 
social workers, school staff and parents, and meetings with school staff. Of the ten journal entries 
eight specifically reference communication with the school social workers. In addition, seven of 
the nine written journal entry days within the communication/collaboration also included the 
student/client focus theme (see Table 2).   
Physical and imagined space. Of the nineteen written journal entries ten encompassed 
information related to the physical and imagined space theme (see Table 2). On entry days 13 
and 23, sentences including information about the physical and imagined space were noted 
twice. Within the physical and imagined space theme, information referred to the changing or 
moving of rooms, finding space, and uncertainty of personal boundaries (i.e., is it okay to hug 
students). Six of the ten written journal entry days addressing the physical and imagined space 
category also included information within the communication/collaboration with staff theme. Of 
the ten journal entries, five also contained information relating to the student/client focus theme 
(see Table 2). Four out of the ten days included information relating to physical and imagined 
space, communication/collaboration with staff, and student/client focus.   
Uncertainty of professional role. Information regarding the uncertainty of my 
professional role was revealed in seven of the nineteen written journal entries. Two sentences 
including information related to the uncertainty of professional role were found in day 16 (see 
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Table 2). Of the seven entries, information included questions about focus of treatment, the role 
of the art therapist, and questions regarding expected duties. Within the seven entries included in 
the uncertainty of professional role, four also included information related to student/client focus, 
three included sentences within the communication/collaboration, and three had information 
pertaining to physical and imagined space. On day 11 all four journal entry themes were noted 
(see Table 2). Journal entry day 3 included in the uncertainty of professional role, was noted as 
the only entry day that did not include any other theme.  
Art therapist’s feelings/Atmosphere of the day. Twelve of the nineteen written journal 
entry themes included information regarding the art therapist’s feeling/ atmosphere of the day 
(see Table 2). On days 4, 19, and 23 the theme was noted twice within the journal entry. 
Information reflecting how the art therapist was feeling was included. Feelings were noted as 
unhappy, lonely, hurt, between, and distant. Also, written entries that encompassed descriptive 
words such as “high energy day” and “busy day” were included within the art therapist’s 
feelings/atmosphere of the day. Within the journal entries including sentences related to the art 
therapist’s feelings/atmosphere of the day, two also included the uncertainty of the professional 
role theme, six had information within the physical and imagined space theme, five included the 
communication/collaboration with staff theme, and eight also had information within the 
student/client focus theme (see Table 2). The art therapist’s feelings/atmosphere of the day was 
found consecutively in five journal entry days 22-26. Four of those five days included 
information related to physical and imagined space (see Table 2).  
Summary 
Eight distinct themes emerged in the artwork and written journal entries. The themes 
derived from the visual data were distinguished from the themes derived from the written data. 
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The visual data themes were concluded based on the color, form, content, and quality of the 
images. Together, the themes derived from the artwork and written data introduced the basis for 
understanding the experience of a clinically trained art therapy intern working in an educational 
setting. The most salient components in the data set was the blue/cold color theme seen in most 
of the artwork journaling, themes of student/client focus and the art therapist feelings/atmosphere 
of the day in the writing, the physical and imagined boundaries that arose as prominent themes in 
both the artwork journaling and the written journaling.  The written journaling themes of 
student/client focus and art therapist’s feelings/atmosphere of the day made up 50% of the 
frequency of themes within the written journal entries (see Figure 4). The following chapter will 
speak in more detail about the most common themes and categories emerging from the data.  
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CHAPTER V: DISCUSSION 
This chapter will discuss major findings, themes, and outcomes in more detail.  The 
discussion will include references to the content included in the literature review, as well as other 
relevant references.  The symbols found in the data were analyzed according to Western cultural 
associations, and my own personal interpretation.  Themes and categories are discussed in order 
of analysis.  
Themes Illuminated in the Artwork Journaling 
Artwork journaling was completed inside a mandala to provide containment, focus, and 
psychic reflection.  The mandala acts as a mirror to the psyche (Kellogg, 1978). The two most 
salient themes noted through analysis of the artwork journal entries was the blue/cold color 
category theme and the boundaries theme. 
Color themes. Color was used in all twenty-six artwork journal entries (see Figures 6 – 
31).  When considering the meaning of color presented in the data, color is important in working 
with mandalas as the result is a synthesis of form and color (Kellogg, 1978).  Color has personal 
meaning, universal meaning, and across cultures different meanings, and may reflect a particular 
time (Howie, 2013).  Personal meaning of color can be related to one’s affect “meaning the 
conscious subjective aspect of an emotional considered apart from the bodily changes” (Howie, 
2013, p. 99). Four color categories emerged from the analysis of the data (Howie, 2013; Kellogg, 
1978; McNaul, 2015). The color themes were; blue/cold, red/warm, earth, and mixed.  
Blue/Cold color. The ten artwork journal entries within the blue/cold color category 
predominately contained blue (see Figure 32).  White, or the absence of color, was also present 
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in the blue/cold color category.  The absence of color, white, is revealed when the therapeutic 
process is busy (Kellogg, 1978).  The emptiness can be viewed as existential quality, or the hole 
or gap may be undeveloped energies waiting to come to consciousness (Kellogg, 1978).  White 
also symbolizes new beginnings and spring time, but may also represent the ash of suffering and 
hard-won wisdom, as seen by the white haired knowledgeable old man (Howie, 2013).  Blue, 
which was seen in most of the artwork journal entries, represents sadness and depression as well 
as trust, wisdom, and loyalty (Howie, 2013).  This color also evokes a calming chemical in the 
body which causes people to feel relaxed when in a room with blue walls (as cited by Howie, 
2013).  Majority of the data artwork within the blue/cold color category had a background 
consisting of blue (see Figure 32).  
Red and orange/warm color. Of the five artwork journal entries within the red/warm 
color category, majority were a combination of red/orange (see Figure 33).  A small bit of blue 
and green were also seen within this category.  In many the world’s languages, the same word 
mean both blue and green (as cited by Howie, 2013).  Blue, as stated before is sadness, 
depression, trust, wisdom, and loyalty.  Green is the color of life and growth and symbolize 
immaturity and inexperience.  Green also has negative symbolic representation which include 
illness, death, and poison; and a saying, “green-eyed monster of jealousy” and “green with envy” 
(Howie, 2013).  The predominate color within this color category was red, which is the color of 
life and blood (Howie, 2013).  It could also mean conflict, war, and a strong force.  Orange was 
the second most color found within the red/warm color category, and orange today is mostly 
associated with happiness, contentment, and fertility.  Orange also represents power and 
powerless (Kellogg, 1978).  In addition, a person with a passive-aggressive personality may use 
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orange and blue together frequently (Kellogg).  The blue and red combination are seen in conflict 
situations, such as good verse evil (Kellogg, 1978) (see Figures 1, 12, 16, and 24).  
Earth color. Three colors were predominantly seen in the earth color category; green, 
blue, and brown (see Figure 34).  Green was the dominant color seen in all of seven of artwork 
journal entries in this category.  As mentioned above green has positive symbolic representation: 
nature, environment, health, and renewal; as well as negative symbolic representation: envy, 
jealousy, inexperience, and misfortune (McNaul, 2015).  Too much green can symbolize an over 
powering superego.  Blue, previously mentioned in the blue/cold color category and the 
red/warm color category may represent the depression, cold, loyalty, trust, calm, and/or stability 
(McNaul, 2015).  The third prominent color seen in the earth color category was brown. McNaul 
(2015) wrote that brown represents earth, home, reliability, endurance, stability, and/or boredom.  
Kellogg (1978) stated that females working with brown may have feelings of unworthiness about 
being a woman; however, when coupled with certain colors, green or blue, it can have an earthy 
quality which can point towards planting and new beginnings.  
Mixed color. The last color category was mixed color, the colors within this category 
were yellow, blue, red, orange, green, pink, and white.  Two colors were prevalent in all four of 
the artwork journal entries in is category; blue and orange (see Figure 35).  Blue, which was a 
color seen in all the other color categories, may represent sadness and depression as well as trust, 
wisdom, and loyalty (Howie, 2013).  Blue elicits a calming chemical in the body which cause 
people to feel relaxed when in a room with blue walls (as cited by Howie, 2013).  Kellogg (1978) 
wrote that orange has a lot to do with power and the power to manipulate others play.  A person 
who uses a lot of orange may express hostility towards society or any type of restriction.  As 
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written above in the red/warm category, when blue and orange are used together frequently it 
may indicate a person with a passive-aggressive personality.  
Summary of color illumination. In all four color categories (blue/cold, red/warm, earth, 
and mixed) the color blue was present throughout. In the twenty-six artwork journal entries only 
three entries did not contain blue (see Figures 9, 10, and 15).  The representation of blue in the 
artwork may display the feelings of the therapist’s sadness and loneliness at the internship 
setting.  Art therapists or mental health workers entering a school setting feel like strangers and 
are the minority (Wengrower, 2001).  
In addition, the combination of red, orange and blue were seen within multiple color 
categories (see Figures 33 and 35).  A person with a passive-aggressive personality may use 
orange and blue together frequently.  The combination of blue and red can be seen in conflict 
situations such as good verse evil (Kellogg, 1978).  Artwork within these two categories 
occurred in the first nineteen artwork journal entries and not in the last 7 entries (see Table 1). 
This may indicate the power struggle and cultural differences that I was experiencing in the 
school setting.  As mentioned in the literature review, Wengrower (2011) stated that the 
complexities that arise in the differences between school environment and therapy environment 
are not only organizational, but also cultural and emotional. In addition, the conflicting colors 
could also display the inner struggle I was having with finding my identity and role as the art 
therapy intern in a school setting.  It has been suggested that new practitioners must find a 
balance between expectations attached to the role they are in and a sense of competence in that 
role (Kapitan, 2012).  Finding balance can be even more challenging for art therapists in 
situations where they are also balancing their artist and counselor identities (Kapitan, 2012). 
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Content theme. Three content categories emerged abstract, recognizable shapes, and 
identifiable objects or animals (see Figures 36, 37, and 38).  Each of the content categories are 
explained in depth in the following section.  
Abstract content. Ten of the twenty-six artwork journal entries were within the abstract 
content category (see Figure 36).  The ambiguous nature of the lines, shapes, and colors are 
nameless in abstract art (Hanes, 1998).  Hanes (1998) wrote that abstraction in art therapy may 
represent the person’s own sense of uncertainty and obscurity.  Abstraction may be the 
unconscious thoughts that have been distorted or altered by the person’s defenses, and it is a 
sufficient way to conceal yet reveal information.  
Recognizable shape content. Artwork journal entries in this category had namable 
shapes. Six of the twenty-six artwork journal entries were within the recognizable shape content 
category.  Shapes identified within the artwork were triangles, circles, squares, rectangles, and an 
octagon.  Two of the six artwork journals in the recognizable shape contained a circle inside the 
mandala (see Figures 11 and 14).  Circles have the meaning of wholeness, stability, harmony, 
eternity, and infinity (McNaul, 2015).  Two artwork journal entries within the recognizable shape 
content category have multiple shapes “floating” within the mandala (see Figures 16 and 26).  
Squares may symbolize the physical world, male energy, or boundaries (McNaul, 2015).  
Identifiable object or animal content. Of the twenty-six artwork journal entries ten were 
within the identifiable object or animal content category.  Artwork was analyzed and placed in 
this category if content within the mandala could be named.  The most prominent object or 
animal within the artwork was a bird.  A single bird or multiple birds were seen in five of the ten 
artwork journal entries in this content category (see Figure 38). Four of the five artwork entries 
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containing bird were in the earth color category (see Figure 34) and were found in the second 
half of the data set when looking at the data in chronological order (see Figures 18, 21, 28, and 
31). McNaul (2015) wrote that birds can symbolize goals, hopes, or psychological liberation, and 
when brown is coupled with green or blue, it can have an earthy quality which can point towards 
planting and new beginning (Kellogg, 1998).  This may have been times when I felt that I was 
feeling hopeful and understood my role within the school; I felt grounded.  
Summary of content illumination. The most prominent item revealed within the content 
theme that related to the art therapist’s experience within the educational setting was the bird that 
was seen in combination with the earth color category theme.  Since a majority of the bird/earth 
combination was seen throughout the second half of the data collection I may have been 
reflecting my personal growth understanding and learning about my professional role, and 
professional identity in the school setting, which helped me feel that I could sense a new 
beginning.  Kapitan (2012) wrote that art therapy interns must learn what is included and 
excluded in their educational training and find a balance between expectations attached to the 
role they are in and a sense of competence in that role.  Since, the combination was seen in only 
four artwork journal entries and sporadically throughout the second half of the data, perhaps my 
feelings of groundedness and confidence in knowing my role were only fleeting experiences.  
Boundaries theme. This was one of the most salient themes in the entire data set, it was 
revealed as a theme in the artwork journal entries and written journaling entries.  Two categories 
emerged within the artwork boundaries theme; contained and uncontained (see Figures 39 and 
40).  “Boundary issues encompass a wide range of questions that counselors encounter daily.  A 
few questions are: Is it ethically appropriate to accept a gift from a client?  Should I ever meet 
55 
 
with a client outside the office?  Hug a client?  Attend a community event when a client will also 
be in attendance” (Remley and Herlihy, 2016, p. 216).  Seventeen of the 26 artwork entries were 
in the contained category, and nine were within the uncontained category.  All but one (see 
Figure 13) of the 26 artwork journal entries had a black line outlining the mandala.  Entries were 
placed within the uncontained category if art material was on the outside of the black outline of 
the mandala (see Figures 7, 9, 10, 12, 13, 17, 20, 26, and 28).  
Contained boundaries. A majority of the artwork journal entries were within the 
contained boundaries category: seventeen of the 26 entries (see Figure 39).  Bush (2016) 
mentioned qualities that a successful art therapist should encompass, and three of them included 
content related to boundaries.  These were 1) holding clients accountable for actions, 2) 
maintaining professional boundaries, and 3) managing one’s own time.  Since most of the 
artwork data was within the contained category, this may reflect that I felt that I was able to 
maintain therapeutic and professional boundaries.  On days where my therapeutic boundaries 
were challenged art entries may have reside in the uncontained category.  
Uncontained boundaries. Seven of the 26 entries were within the uncontained 
boundaries category.  Artwork within the uncontained category occurred randomly throughout 
the 26 days of data collection, with only two occurring sequentially (see Table 1).  These 
represent days when that I felt my therapeutic and personal boundaries were challenged, as well 
as the instances when the therapeutic space that I created with my clients was breached.  
Although counseling can involve a great deal of emotional intimacy, it is a professional 
relationship.  It has certain limits that might not apply to a personal relationship (Remley and 
Herlihy, 2016).  This could also have symbolized days that I felt were high energy days and a lot 
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of movement; therefore, the reflection of energy may have been difficult to keep within the 
mandala.  
Summary of boundaries. Boundaries, no boundary or breached boundary was seen 
throughout the artwork journal entry data set.  Remley and Herlihy (2016) stated that boundaries 
are one of the most controversial and challenging topics for mental health professionals.  Remely 
and Herlihy wrote an entire chapter on boundaries related to the therapeutic relationship in their 
book Ethical, Legal, and Professional Issues in Counseling.  Therefore, within an educational 
setting in which ethical issues are different and roles such as teacher/student, teacher/teacher, 
principal/student, etc. are different than art therapist/student and art therapist/teacher.  I was left 
to reflect on the ethical and legal boundary issues related to my professional relationship with 
each of the students as well as with the teachers and school administrators.  
Themes Illuminated in the Written Journaling 
Following artwork journaling, written journaling occurred 19 out of the 26 days of data 
collection.  Written entries did not happen on days 6, 9, 15, 17, 18, 20, and 21 (see Table 2).  
Five themes were revealed through analysis of the written journal entries (see Figure 5); 
student/client focus, communication/collaboration with staff, physical and imagined space, 
uncertainty of professional role, and art therapist feelings/atmosphere of the day.  The two most 
occurring themes within the written entries were: 1) student/client focus, and 2) the art 
therapist’s feelings/atmosphere of the day (see Figure 4).  More than one theme was present in a 
single journal entry.  The student/client focus theme and the art therapist’s feeling/atmosphere of 
the day themes were the two most salient themes in the journal entries and will be discussed in 
depth in this chapter.  In addition, the physical and imagined space which contains information 
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similar to boundaries was found in both the artwork and written journaling, so this theme will be 
discussed in-depth. 
Student/client focus.  This was one of the most salient themes within the written 
journaling.  It appeared fifteen times throughout the entries (see Table 2). Information within this 
theme included discussion about the student/therapist relationship, student diagnosis, and 
symptom presentation.  Entries within the student/therapist relationship included: “I am getting 
to know the clients; however, there are so many days that there is no school that sometimes I do 
not see groups or clients for two weeks.”  “I feel more integrated to the system because I will be 
doing check-ins with students to see how they are feeling.”  “Most clients I saw today were less 
hesitant to come with me.”  Sutherland, Wladman, & Collins (2010) discussed that students who 
participated in their art therapy school program felt that the trust they formed with their art 
therapist assisted in how much more aware they were of themselves and how much they could 
achieve.  Also, one of the components to establishing the therapeutic environment is to form and 
maintain a relationship with the students (Bush, 1997).  Therefore, within the educational setting 
I spent some of my days forming and internally evaluating the relationship I was starting to 
establish or had established. 
The other focus of information within the student/client focus was student diagnosis and 
symptom presentation.  Albert (2010) presented overarching goals for art educators to help 
students with special needs and not have to be taken out of class for special services.  The 
identified goals included increasing self-esteem, self-confidence, and self-advocacy; developing 
frustration tolerance, creative thinking, healthy risk taking, communication, and personally 
important life experiences.  However, clinical problems arose in the studio setting and student 
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were sent to school counselors and social workers.  Some of the students that were considered 
special needs and need services were students with behavior problems, learning disabilities, or 
were at risk for abuse, addictions, or emotional disorders (Malchiodi, 2013).  Information within 
my journal entries related to student diagnosis or symptoms presentation paralleled Malchiodi’s 
(2013) description.  Here are some examples: “In the school it is possible to see a wide range of 
mental problems such as emotional, behavioral, social, cognitive, etc. and from one individual to 
the next the focus of treatment changes.”  “It seems that in a school setting I am working with 
children who would normally be ‘missed through the crack’ not needing mental health extra 
services.”  “Each individual and each group is so different ranging from anxiety, depression, 
hyperactivity and impulsivity, to abuse/trauma outside of school.”  It appears I was reflecting on 
all the different mental health challenges that students at the school were facing and what I, as 
their art therapist, was potentially helping them get through.  
In summary, I reflected on the formation and maintenance of the student/art therapist 
relationship within the student/client focus written theme.  It is important to have a conducive 
therapeutic environment and establish working relationships and decipher the difference between 
the art therapist/student and teacher/student relationship.  My documented expressions also 
relayed the difficulties I felt navigating different mental health challenges that students were 
working through while at school, and how I, as their art therapist, was going to help them.  
Communication/collaboration with staff. This theme was revealed ten times 
throughout the nineteen journal entries (see Table 2 and Figure 4). Information within this theme 
identified communicating with the school social workers about students.  For example, “I am 
slowly getting integrated with the social workers and it is starting to feel like a treatment team, 
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which did not seem to be present [in] the school before.”  I also discussed information about 
talking to teachers about the students that I saw in their classes, about IEP meetings, and parent 
meetings.  Information within my literature review addressed communication within a school 
setting. Malchiodi (2013) wrote that within school settings one of the responsibilities an art 
therapist should do is to keep in close consultation with the student’s teachers, other schools staff 
associated with the student, and the student’s parents/guardians.  
Physical and imagined space. Information regarding the physical and imagined space, 
also considered boundaries, arose twelve times within the nineteen journal entries (see Table 2 
and Figure 4).  Example entries within this theme were: “I’m not sure how to interact with 
children because my site before this internship I was not supposed to hug clients, but at the 
school student[s] are hug[ged] all the time.”  “It was 5 minutes before one of my groups and I 
couldn’t find a place/room for the session.”  “It is still challenging to help the students feel like 
they are in a safe space when there are teachers and students coming and going from the therapy 
space.”  Within the literature review Wengrower (2001) wrote that in therapy culture, 
significance is placed on respecting privacy, respecting the student’s personal time in the session.  
Therefore, a place needs to be provided for that safe personal expression and growth.  This is the 
opposite of school culture.  Therefore, my experience and feelings that therapeutic space was 
breached or challenged was representative of the differences between therapy culture and school 
culture.  I journaled that it was challenging to establish and maintain the therapeutic environment 
within a school setting, and it took describing and explaining to school staff what was needed for 
me to help the students.  Bush (1997) described that for the therapeutic environment to be 
recognized, an art therapist will conduct art therapy in a physical and psychologically safe space. 
The art therapist will also have established relationships with the students, can adhere to health 
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and safety regulations, and ensures privacy and confidentiality.  I felt that majority of the 
components that Bush (1997) mentioned as essential to establishing the therapeutic environment 
are challenged by the school environment.  
Another physical space component mentioned in the written journal entries within the 
physical and imagined space theme included physical touching students; more specifically, 
giving hugs.  Receiving gifts or food from students was addressed in the written journaling as 
well, and relates to boundaries.  Boundaries within the therapeutic relationship was also revealed 
in the artwork boundaries category theme.  Professionalism and ethics are an integral part of the 
art therapy services (Bush, 1997).  Remley and Herlihy (2016) discussed boundary crossing 
versus boundary violation.  A boundary crossing would encompass giving a student a hug. The 
therapist has potentially evaluated the benefits versus the risks of giving the student a hug and 
considers whether it is in the best interest of the student to give the hug.  Violation of a boundary 
would be giving a student a hug because the therapist sees that all other staff members give hugs 
at the school and the therapist feels that they personally want the hug, instead of thinking about 
what is best for the student therapeutically.  
 Some of my written journal entries contained information relative to the physical or 
imagined space and discussed my personal contemplation on whether it was appropriate to cross 
relationship boundaries.  It seemed that I was constantly having to assess the therapeutic 
environmental boundary versus the school’s environmental boundaries.  Further, my entries 
regarding the physical therapeutic space presented students and staff not respecting the space. 
Overall, it was challenging to have and maintain that space within the school.  
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 Uncertainty of professional role. Information regarding the uncertainty or questioning 
of the art therapist’s professional role within the school setting was found eight times throughout 
the nineteen journal entries.  Bush (1997) stated that art therapists in a school setting can take on 
different forms depending on the training, expertise, and focus of the art therapist, and on the 
need of the specific school.  Some of my journal entries exploring my role include: “I’d say my 
role is closely related to a mobile therapist, or at least seems based on experiences I have read 
about mobile therapists.”  “When does this cross over to art education, if I am teaching them 
stuff on how to draw?”  “Are the students within a school considered inpatient or outpatient? 
Because I don’t want to open wounds too much and challenge defenses too much when they 
must go back to class after session.”  In all, I was reflecting in my journal some questions and the 
uncertainty of my role as the art therapist within a school where no art therapist had been 
previously.  
 Art therapist feelings/atmosphere of the day. This was one of the most salient themes 
within the written journal entries.  Information related to the art therapist’s feelings or the 
atmosphere of the day appeared fifteen times throughout the nineteen entries (see Table 2 and 
Figure 4).  Examples of entries within this theme were: “Today was a high-energy day.”  “Busy, 
busy, busy day.”  “Today was a challenging day again because I have not been at the school 
since last Monday, so I felt a little distant.”  “I felt as if I were shattered.”  “One thing that has 
stood out to me is that I still feel this between feeling.”  “Constant moving and never landing.” 
Overall the atmosphere of the day noted experiences of busy and high-energy, and the feelings 
such as lonely, distant, and a feeling of between.  My feelings of loneliness and distant were also 
reflected in the artwork journal entries through the color blue.  Art therapists or mental health 
professionals within a school setting may feel like outsiders (Wengrower, 2001).  
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Lith and Voronin (2016) discussed the many new challenges that art therapy interns face 
when in the real-world practice and dealing with unfamiliar people, sounds, procedures and 
unwritten cultural rules of the setting: all of which can be daunting and the ambiguity can be 
difficult.  Further, Lund and Masely (2004) a quote from Lowenfeld as speaking to art educators, 
“we transfer our feelings to the child instead of learning to know the child’s feelings, translating 
them and putting ourselves into the child’s position” (p. 54).  My reflection of feeling lonely, and 
distant may have been the feelings of students that I had sessions with during the day.   
Overall the feelings that I was experiencing were lonely, distant, and sad.  The feelings 
were mentioned in relationship to perceiving no connection to other staff members within the 
school, and in response to student sessions.  The between or distant feeling related to days that 
the therapist was not at the school due to holidays, school trips, or assemblies; and not having a 
desk, or a room to consider a “home-base”.  The atmosphere of the day noted were as high- 
energy and busy, which was reflective of the school environment.  
Summary of Themes Illuminated 
 The most salient theme illuminated in the artwork was color. Color was represented in all 
the artwork journal entries.  Blue was the most represented color throughout the artwork.  Blue 
may have been reflective of my feelings of loneliness and isolation.  In addition, my feelings 
were also reflected in one of the most salient written journal entries themes, “Art therapists 
feelings/Atmosphere of the day”.  These feelings noted were distant, lonely, and shattered; which 
parallel the blue color theme in the artwork and information found in the literature review.  Art 
therapists or mental health workers entering a school setting feel like strangers and are the 
minority (Wengrower, 2001). 
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 Another salient color that was revealed was the color combination of blue/red and orange. 
This color combination was seen in fifteen of the twenty-six artwork journal entries (see Figures 
6, 7, 8, 11, 12, 13, 14, 16, 17, 21, 23, 24, 25, 29, and 31).  The combination of blue and red can 
be seen in conflict situations (Kellogg, 1978).  The conflicting color representation parallels the 
boundaries theme found within the artwork of contained or uncontained.  It is also in line with 
the physical and imagined space theme within the written journal entries.  The information 
within this category reflected the conflict the art therapist had about crossing boundaries, and the 
physical therapeutic space that was constantly being challenged by school staff, or the difficulty 
of having a physical therapeutic space, which made holding the imagined therapeutic space even 
more challenging. The blue/red and orange color combination could have been reflective of the 
inner tension I was feeling about my role ambiguity within the school setting. This role 
ambiguity seen in the artwork was also reflected in the written journaling. The terms student and 
client were used interchangeably throughout the written journaling and therefore may be 
reflective of my role confusion within the school. Was I more of a teacher art therapist? Or Was I 
a clinical art therapist within the school setting? My role caused inner discomfort and confusion 
that was revealed in both the artwork and the written journaling. 
 Lastly, one of the most salient themes within the journaling was the student/client focus, 
which contained information about student symptom presentation/diagnosis and the 
therapist/student relationship.  Student symptom presentation reflected information gathered in 
the art education section of the literature on the wide range of abilities of students within a 
classroom (Guay, 1994; Malchiodi, 2013; Peter, 1998).  The art therapist reflected that each 
group or individual session would be different, ranging from depression, ADHD, to trauma 
symptoms.  The therapist/student relationship was reflective of information such as resistance, or 
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how to build a positive therapeutic relationship within the school, that is differentiated from a 
teacher/student relationship.  
Clinical Application 
 This heuristic study sought to understand the experience of a clinically trained art therapy 
intern in an educational setting.  The literature reviewed in chapter II helped me understand the 
cultural differences between an educational setting and a mental health setting and ethical 
boundaries that are challenged in real-world settings (Bush, 1997; Wengrower, 2001).  It also 
helped validate my feelings of loneliness and distance.  Chapter II and the results from this study 
could inform other art therapy or mental health professional interns working in or wanting to 
work in an educational setting.  It also informs my experience as a clinically train art therapy 
intern and the challenges I faced when entering an educational setting for the first time. In 
addition, the literature review helped me understand the wide range of symptomology students 
may present within a school setting, and that I would be interacting, collaborating, and 
communicating with staff member and family members (Alber, 2010; Derby, 2013).  
Lastly, the literature reviewed in chapter II on the developing identity of an art therapy 
and counseling intern helped me become more aware of components to that helped me in 
understanding my role and identity as an art therapist in a school setting (Bush, 2016; Kaptian, 
2012; and Lith and Voronin, 2016).  It helped validate the ambiguity I was feeling. Kapitan 
(2012) found that art therapy interns had preconceived notions when going into their clinical 
experiences.  Art therapy students who plan to start internship could have a heightened 
awareness of the challenges they face through reading this heuristic study.  
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 Overall this study highlighted the emotional challenges and conflicts the art therapy 
intern faced, the ethical boundary differences that the art therapy intern dealt with daily, and the 
uncertainty and ambiguity of forming an art therapy and counseling professional identity within 
an educational setting.  Artistic expression was utilized to allow free and spontaneous expression 
of emotions and events.  Creating art at the end of each day helped elicit words to help this 
researcher describe her experiences.   
Limitation of the Study 
 One limitation to the study arose because of my involvement of being both the researcher 
and the participant in the study.  The study was heuristic and therefore must involve the 
researcher in the collection of data. It was often challenging to switch between researcher and 
participant with the study.  I recognized the limitation to being researcher, participant, and 
analyzer.  It was most challenging to differentiate my roles during the illumination phase of 
research.   
 Also a limitation to this study was that this thesis was conducted on the experience of a 
clinically trained art therapy intern’s experience within a school that had never had an art 
therapist within the school previously. Therefore, the experience of the art therapy intern may 
have been effect by the  
In addition, a limitation to this study was I was the sole researcher and therefore I had a 
bias perspective when analyzing the data; this may have cause me to narrow my perspective too 
much.  However, I chose to analyze the data from my western, clinical art therapy perspective 
since this stud was about inquiring my personal experience. Also widening the lends to include 
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more perspectives may have made data analysis more complicated and less understanding of the 
phenomenon in question may have been understood. However, future research can be developed 
from the insight provided by the collection of data about the phenomenon in question.  
 Another limitation to this study was that as a clinically trained art therapist and therefore, 
I analyzed the data from an art therapist’s perspective.  I would not have chosen to use a mandala 
had I not received coursework about mandalas.  My art therapy perspective also influenced my 
personal awareness of when to start my incubation and illumination phases of the research.  My 
clinical education helped me reflect on my experience as a clinician in a school setting, as well as 
analyze the creative synthesis to understand and incorporate all the knowledge I gained from this 
experience.  
Implications for Future Research  
After completing the literature review, I considered that similar researcher could be done 
with Board Certified art therapists working in school settings. Board Certified art therapist have 
formed a clinical identity and therefore understanding their experience within an educational 
setting may present with less role ambiguity than an art therapy intern. To understand the Board 
Certified art therapist experience within an educational setting data could be collected: 
• Individually after their work day in the form of artwork and written journaling. 
• Or, the participants could be interviewed about their experience within a school setting, 
their feelings, their role, and their responsibilities within the school setting. 
In addition, after completing the literature review and finding little research on the 
experience of mental health intern’s experiences, and engaging in the collection of data to find 
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myself questioning my role as an intern; I considered future research on the clinical internship 
experience of art therapy interns working at their internship settings.  This study could provide 
understanding of art therapy interns experiences in general, and the data could then be compared 
to the current thesis to understand if the feelings felt by the art therapy intern in this thesis are 
felt by all clinical art therapy interns when entering their internship settings. 
 Another possible avenue for future research might be to use the current artwork data 
collected in this thesis and analyze it from a different perspective. The 26 days of artwork within 
this thesis could be analyzed based on the formal elements of art, from a psychodynamic 
perspective, from the perspective of an artist, from another clinically trained art therapist that 
was not the participant in this thesis, and from the perspective of multiple clinically trained art 
therapists. This future research may help validate the finding in this thesis.  
Lastly, a question arose while conducting this research theses which was, “what I the 
only art therapy intern within an educational setting that felt confused?” Therefore, future 
research could be done to understand the experience of more than just my experience as an art 
therapy intern within an educational setting. A survey could be sent out to gather how many art 
therapy interns are within educational settings and then data could be collected on all art therapy 
and counseling interns within the United States in the form of: formal interviews, informal 
interviews, written journaling, and/or art journaling.  
Implications for Future Art Therapy Interns within an Educational Setting 
• My original plan when I started my thesis work was not a heuristic methodology on my 
experience within an educational setting. It was going to development a method using the 
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concept of fairy-tails to help recent immigrant and refugee children through acculturation. 
This is a possibility for a future capstone project for an art therapy intern working within 
a culturally diverse educational setting.  
• I suggest engaging in the Moustakas’ (1990) heuristic process to help understand your 
developing art therapy identity within an educational setting. 
• That within an educational setting our needs as an art therapist will not be met by the 
environment. Therefore, seek out how you can make your needs be met. For example, 
there were very little boundaries within the school and not much structure therefore 
within my artwork I sought out structure of mandalas, and within the school at the 
beginning of the day creating a schedule when the students I needed to meet with and 
what rooms were available. 
• Also through discussion of this thesis with clinically trained art therapists who have 
worked within an educational setting understanding that we, art therapists, are different 
than other staff members, and being okay with being the “outsider” or different. It may 
allow the students to connect with us and form a trusting therapeutic relationship. 
How to Survive and Thrive as an Art Therapy Intern in an Educational Settings 
• Within an educational setting there is constant change and ambiguity throughout school 
days; therefore, create your own structure.  
• I created a schedule each morning of the students I needed to see and the rooms that were 
available.  
• However, at the same time being flexible. A field trip might happen when you were 
planning to take a student so you have to be open to getting a different student. Also, 
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students may “pop in” for a random session because something within their school day 
happened and they felt they couldn’t go back to class in their current emotional state. 
• Also, when starting at a school, personally introduce yourself to each of the teachers 
whom have students you will be working with and ask what types of behaviors they see 
in that student. I notice that when I asked a teacher for their perspective they were more 
receptive to communicate with me if future incidences occurred with the student.  
• Do not be nervous to stand your ground when it comes to holding the therapeutic space. 
It seemed some teachers did not understand that it was disrespectful to the student to 
open the door and come in the room when I was in session. Therefore, explain what 
therapy is to the staff members at the setting when first starting may help. 
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CHAPTER VI: SUMMARY AND CONCLUSIONS 
 The purpose of this arts-based heuristic study was to examine a clinically trained art 
therapy intern’s experience working in an educational setting.  This study followed a systematic 
process of heuristic inquiry, as developed by Moustakas (1990), containing six phases: initial 
engagement, immersion, incubation, illumination, explication, and creative synthesis.  Creative 
expression of art making and writing were utilized as the form of data collection.  
 Following Moustakas’ (1990) heuristic inquiry approach, initial engagement is when the 
researcher develops a personal and meaningful question.  The question in this heuristic research 
study was to examine a clinically trained art therapy intern’s experience working in an 
educational setting.  This question derived after the researcher was immersed within the school 
for one month and she felt confused and could not understand why; even though she had 
coursework in art therapy in the educational setting and one year of previous practicum 
experience.  The question emerged to understand the confusion. After identifying the researcher 
question within the initial engagement phase the researcher transitioned into the immersion 
phase.  In this phase, the researcher must fully experience the question by engaging with the 
identified subject and gathering information.  Artwork in the form of mandalas and written 
journal entries were gathered after the completion of each internship day for 26 consecutive 
internship days.  The researcher then moved into the incubation phase, a period when the 
researcher is completely removed from the question being examined (Moustakas, 1990).  The 
incubation phase lasted two weeks, in which the researcher was disengaged with the data, away 
from the internship setting, and away from her master’s art therapy and counseling program; she 
was on vacation.  After the incubation phase the researcher became re-familiarized with the data 
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to find patterns and uncover themes in a process known as the illumination phase (Moustakas, 
1990).  Once themes had been illuminated the explication phase commenced, the phase when, “a 
more complete apprehension of the key ingredients is discovered” (Moustakas, 1990).  This 
phase was carried out by pulling together the artwork and written journal entries and analyzing 
them together in relation to the literature review and other sources gathered.  This process 
brought awareness and understanding of the data collected.  The final phase of Moustakas’ 
(1990) heuristic methodology is creative synthesis.  This allowed the researcher to go back into 
the creative process to find deeper understanding and expression of an answer to the researcher 
question.  Different than the explication phase which involved intellectualization of the data the 
creative synthesis allowed for understanding through pure intuition.  
Creative Synthesis 
 Moustakas (1990) described that the final phase of a heuristic study includes all insights 
pulled together from the experience.  “Knowledge of the data and period of solitude and 
meditation focusing on the topic and question are the essential preparatory steps for the 
inspiration that eventually enables a creative synthesis” (Moustakas, 1990).  Through the creative 
synthesis process, a heuristic researcher focuses to express the knowledge gained through 
engagement, immersion, illumination, and explication.  
I waited until the end of the illumination stage to start making my creative synthesis.  I 
felt that I was still gaining knowledge of my experience throughout the illumination stage.  I was 
mentally perplexed as to how I wanted to bring together all of the information I had gathered 
during my experience.  Also, at the end of the illumination stage I had felt that there was just so 
much information I had gained that I needed to display that my journey as well as the 
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information learned, and that this was ongoing.  Therefore, after multiple hours of sitting with 
my artwork journal entries and written journal entries, I chose to create one art piece that 
incorporated both the art journaling and the written journaling.  I knew that each of the art 
mandalas were individual pieces of artwork yet at the same time created a whole story of my 
journey as an art therapy intern in a school setting.  The journal entries were again standalone 
pieces but together created my experience.  Considering this, I decided to create a book (see 
Figure 41) that could display each of the art pieces individually, and could be opened to display 
them all simultaneously (see Figure 42).  I started by creating each individual page of the book 
and carefully taped the pages together and folded them in such a way so that the book could be 
opened and all of the mandalas could be seen as one long journey (see Figure 43).  I used 
premade blue, black, green, purple, and gold paper to cover a thick piece of paper for the front 
and back covers.  The entire book was constructed before I started to fill the inside. 
I then glued on each of the original mandalas in chronological order starting with day one 
on the first page of the book.  I then took a moment to look at all the mandalas lined up and 
decided that the black boundary lines around the mandalas really needed to be more pronounced. 
The entire background became black.  I then created two footprint stamps to display a path from 
one mandala to the next.  After, I used the tip of a paint brush and an ink pad to make splotches 
amongst the black.  The center became what appeared to be a radiant light that was dimmer as I 
got further and further away from the center.  
On the other side of the book I ripped up blue, green, purple, black, gold, and black 
marble paper and started to glue the pages starting in the middle and growing outward (see 
Figure 44).  Then I ripped and glued into one of the corners red, orange, black and gold marble 
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paper.  I placed it so that it appeared to grow towards the center.  These paper colors were chosen 
based on my refection of feelings while at internship site, as well as the feelings and symptom 
presentation of students.  The process of ripping the paper helped me dive into contemplation 
and reflection of my written journal entries and allowed for a release of energy felt when 
thinking about the journal entries in their entirety.  I then gathered words and phrases from the 
written journal entries and wrote them sporadically all over the white parts background, or open 
spaces, not covered by the collage of colors.  
Once I felt the creative synthesis was complete I reflected on the art piece created and the 
process.  The fact that I spent time first carefully constructing the book (after they had already 
been recorded in a manufactured book) that would contain the all the mandalas and written 
journal entries speaks to the importance of boundaries and the testing of boundaries that I felt as 
the art therapy intern within a school setting. The presence of blue and the lonely feelings that I 
felt while at the school as the art therapist was symbolized as blue footprints, and could be seen 
in almost all of the mandalas.  I believe the space between each of the mandalas in which the 
footprint can be seen was the time spent between the internship days, days that I needed to pause.  
The black and white sprinkled background almost looks like a deep dark sky, a time to stop and 
gaze, breath, and regather myself as I stepped into a new day at internship full of testing 
boundaries, feeling lonely, connecting with students, and constantly moving.  Following the 
process of the creative synthesis to the other side of the fully-opened book, my creative intuition 
continued.  I had a feeling to incorporate the written journal entries into the art piece because the 
written journal also lead to understanding of the researcher question.  I believe that this side is a 
true representation of the internal psychic feelings of this experience, included conflict in the 
high-energy atmosphere, loneliness, questioning of therapeutic boundaries, challenging of 
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physical therapeutic space, and switching the focus of therapy interventions with each student 
based on their wide range of symptomatology.  
A final reflection occurred after stepping away from the creative synthesis for a few 
weeks. My advisors looked at my creative synthesis and made the comment that a metaphor was 
staring at me and I had incorporated the metaphor into all the artwork created in this thesis. The 
metaphor was structure and containment. The deconstructing of a book and then recreating the 
book, I had taken away the structure and then I needed the structure to be there again. In 
addition, mandalas create structure and containment. I was constantly creating containment for 
myself. This need for structure may have been reflective of the constant ambiguity of boundaries, 
internal feelings of loneliness vs. external energy of busy, and my role within the school. I 
created art to meet my needs within the school setting.  
Conclusion 
 Had I not completed this arts-based heuristic study of an art therapist within an 
educational setting I would not have fully understood my feelings related to the internship 
setting.  I may not have been able to physically or mentally get through the internship.  In 
addition, this study helped provide insight into the challenges art therapists face when entering 
and working within an educational setting.  It also helped me build my art therapy and 
counseling identity through the journaling process, and lead me to decrease my expectation of 
what an internship experience might be through conducting a literature review.  Also, this study 
reinforces that art therapists entering a school setting need to understand developmental theory 
and the wide range of child and adolescent mental health challenges that may be encountered to 
be able to assess, establish treatment, and help students within a school setting.  Finally, this 
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study raised the following questions: 1) Do all art therapy interns experience conflict and lonely 
feelings when at their internship settings? and 2) Do all art therapists encounter physical and 
imagined boundary challenges when working within an educational setting? 
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Post Script 
 This study was conducted throughout the art therapy intern’s experience and lasted 26 
days of internship.  I returned to the internship setting after the incubation period in this study 
and continued to work at the school.  I will complete this internship at the end of my educational 
spring quarter.  About a month ago (seven months after starting the internship) the school 
provided me with a table in a public hallway to write notes and to have individual sessions. 
However, I continue to seek out private rooms as much as I can to conduct sessions.  I have now 
been at the internship setting for a little over eight months and have increased effective 
communication with teachers, social workers, the school psychologist, and the students’ parents 
and guardians.  The time it has taken for me to obtain a space where I can write clinical notes 
and connecting with school staff seemed to take forever.  Despite these changes, I still feel the 
sense of distance and detachment during the internship days.  In contrast, I have formed great 
relationships with the school social workers, this may be due to the similarities in the art therapy 
and social work profession, and their understanding of the environmental needs for therapy 
sessions.  
Lastly, the process of art and written journaling had such a huge impact on understanding 
my art therapy and counseling identity development and helping me cope with struggles I felt 
during internship.  Therefore, I highly recommend the heuristic process to all art therapy and 
counseling interns entering their internship settings. I would like to make note that now that I 
have completed my internship and am no longer at the school I believe that being in a school 
setting with a lot of ambiguity help strengthen my identity as an art therapist and counselor.  
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Appendix 
Table 1 
Artwork Themes & Categories in Chronological Order 
Theme   Color   Content  Boundaries 
 
Day 1   W              IO   IN 
Day 2    M   RS             OUT 
Day 3   M   AB   IN 
Day 4    W   AB           OUT 
Day 5   E   IO   OUT 
Day 6    C   RS   IN 
Day 7   W   AB   OUT 
Day 8   C   AB   OUT 
Day 9   M   RS    IN 
Day 10  E   AB   IN 
Day 11  W   RS   IN 
Day 12  C   AB   OUT 
Day 13  E   IO   IN 
Day 14  C   AB   IN 
Day 15  E   RS   OUT 
Day 16  E   IO   IN 
Day 17  E   AB   IN 
Day 18  M   IO   IN 
Day 19  W   AB   IN 
Day 20  C   IO   IN 
Day 21  C   RS   OUT 
Day 22  C   AB   IN 
Day 23  C   IO   OUT 
Day 24  C   IO   IN 
Day 25  C   IO   IN 
Day 26  E   IO   IN 
 
Note. W= warm/red and orange color category, C= cold/blue color category, E=earth color 
category, M=mixed color category, IO=identifiable object and animal content category, 
RS=recognizable shape content category, AB=abstract content category, IN= contained within 
circle category, OUT=uncontained category     
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Table 2 
 
Written Journal Entry Themes in Chronological Order 
 
Theme   1  2  3  4  5 
 
Entry 1       X  X 
Entry 2  X  X    X 
Entry 3        X 
Entry 4  X  X      XX 
Entry 5  X    X 
Entry 6* 
Entry 7  XX  X      X 
Entry 8  X  X  X 
Entry 9*     
Entry 10  XX        X 
Entry 11  X  X  X  X 
Entry 12  X        X 
Entry 13    X  XX  X  X 
Entry 14    XX  X    X 
Entry 15*                                 
Entry 16  X      XX 
Entry 17* 
Entry 18* 
Entry 19  X      X  XX 
Entry 20*  
Entry 21* 
Entry 22       X    X 
Entry 23      XX    XX 
Entry 24  X  X  X    X 
Entry 25  X  X  X    X 
Entry 26  X        X 
 
Note. Written journal entry themes; 1=Student/Client Focus, 2=communication/collaboration 
with staff, 3=physical and imagined space, 4=uncertainty of professional role, and 5=Art 
Therapist’s feelings/Atmosphere of the day; *days that journaling did not occur. 
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Figure 1. This pie chart displays the number of artwork journal entry that were within each of the 
four color categories within the color theme. There were 26 artwork journal entries in total. Five 
were within the Warm/Red category, 9 were within the Cold/Blue category, 7 were within the 
Earth category, and 4 were within the Mixed category.  
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Figure 2. This pie chart displays the number of artwork journal entry that were within each of the 
3 content categories within the content theme. There were 26 artwork journal entries in total. Ten 
were within the Abstract category, 6 were within the Recognizable Shape category, and 10 were 
within the Identifiable Shape category.  
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Figure 3. This pie chart displays the number of artwork journal entry for the two boundary 
categories within boundary theme. The number of artwork journal entries equals 26. Seventy 
were within the In category and 9 were within the Out category.  
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Figure 4. This pie chart displays amount of information found in the journal entries pertaining to 
each of the five themes. Fifteen were found within the Student/Client theme, 10 were found in 
the Communication/Collaboration with Staff theme = Communication, 12 were found in the 
Physical and Imagined Space theme = Space, 8 were found in the Uncertainty of Professional 
Role theme = Professional Role, and 15 were found in the Art Therapist’s Feelings/ Atmosphere 
of the Day theme = Feelings.  
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Figure 5. This image is a one page example of the coding process. The green represents the 
circling of the phrase, “I’m/I am”, the orange represents the circling of the phrase, “I have”, the 
blue represents the circling of the word, “with”, and the underlining of pink represents sentences 
with the words “student or client”.  
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Figure 6. Day 1 of artwork journaling. This mandala was created on October 7th, 2016 with 
watercolor colored pencils.  
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Figure .: Day 2 of artwork journaling. This mandala was created on October 10th, 2016 with 
watercolor colored pencils. 
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Figure 8. Day 3 of artwork journaling. This mandala was created on October 11th, 2016 with 
colored pencils. 
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Figure. Day 4 of artwork journaling. This mandala was created on October 14th, 2016 with 
watercolor colored pencils. 
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Figure 10. Day 5 of artwork journaling. This mandala was created on October 17th, 2016 with 
fine tip marker. 
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Figure 11. Day 6 of artwork journaling. This mandala was created on October 18th, 2016 with 
colored pencils. 
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Figure 12. Day 7 of artwork journaling. This mandala was created on October 24th, 2016 with 
watercolor colored pencils. 
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Figure 13. Day 8 of artwork journaling. This mandala was created on October 25th, 2016 with 
colored pencils. 
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Figure 14. Day 9 of artwork journaling. This mandala was created on October 28th, 2016 with 
colored pencils. 
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Figure 15. Day 10 of artwork journaling. This mandala was created on November 1st, 2016 with 
colored pencils. 
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Figure 16. Day 11 of artwork journaling. This mandala was created on November 4th, 2016 with 
colored pencils. 
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Figure 17. Day 12 of artwork journaling. This mandala was created on November 7th, 2016 with 
colored pencils. 
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Figure 18. Day 13 of artwork journaling. This mandala was created on November 14th, 2016 
with fine tip marker. 
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Figure 18. Day 14 of artwork journaling. This mandala was created on November 15th, 2016 
with fine tip marker. 
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Figure 20. Day 15 of artwork journaling. This mandala was created on November 18th, 2016 
with colored pencils.   
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Figure 21. Day 16 of artwork journaling. This mandala was created on November 21th, 2016 
with watercolor colored pencils. 
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Figure 22. Day 17 of artwork journaling. This mandala was created on November 22th, 2016 
with fine tip marker. 
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Figure 23. Day 18 of artwork journaling. This mandala was created on November 25th, 2016 
with fine tip marker. 
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Figure 24. Day 19 of artwork journaling. This mandala was created on November 28th, 2016 
with colored pencils. 
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Figure 25. Day 20 of artwork journaling. This mandala was created on December 2nd, 2016 with 
colored pencils. 
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Figure 26. Day 21 of artwork journaling. This mandala was created on December 5th, 2016 with 
colored pencils. 
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Figure 27. Day 22 of artwork journaling. This mandala was created on December 6th, 2016 with 
ball point pen. 
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Figure 28. Day 23 of artwork journaling. This mandala was created on December 9th, 2016 with 
watercolor colored pencils. 
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Figure 29. Day 24 of artwork journaling. This mandala was created on December 12th, 2016 with 
colored pencils. 
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Figure 30. Day 25 artwork journal entry. This mandala was created on December 13th, 2016 with 
watercolor colored pencils. 
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Figure 31. Day 26 of artwork journaling. This mandala was created on December 16th, 2016 with 
colored pencils. 
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Figure 32. This figure displays the artwork journal entries that were within the cold/blue colors 
category. Artwork journal entries days of 6, 8, 12, 14, 20, 21, 22, 23, 24, and 25 are displayed. 
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Figure 33. This figure displays the artwork journal entries that were within the warm/red colors 
category. Artwork journal entries days of 1, 4, 7, 11, and 19 are displayed. 
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Figure 34. This figure displays the artwork journal entries that were within the earth colors 
category. Artwork journal entries days of 5, 10, 13, 15, 16, 17, and 26 are displayed. 
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Figure 35. This figure displays the artwork journal entries that were within the mixed colors 
category. Artwork journal entries days of 2, 3, 9, and 18 are displayed. 
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Figure 36. This figure displays the artwork journal entries that were within the abstract content 
category. Artwork journal entries days of 3, 4, 7, 8, 10, 12, 14, 17, 19 and 22 are displayed. 
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Figure 37. This figure displays the artwork journal entries that were within the recognizable 
shape content category. Artwork journal entries days of 2, 6, 9, 11, 15 and 21 are displayed. 
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Figure 38. This figure displays the artwork journal entries that were within the identifiable object 
and animal content category. Artwork journal entries days of 1, 5, 13, 16, 18, 20, 23, 24, 25 and 
26 are displayed. 
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Figure 39. This figure displays the artwork journal entries that were within the contained 
boundary category. Artwork journal entries days of 1, 3, 6, 9, 10, 11, 13, 14, 16, 17, 18, 19, 20, 
22, 24, 25, and 26 are displayed. 
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Figure 40. This figure displays the artwork journal entries that were within the uncontained 
boundary category. Artwork journal entries days of 2, 4, 5, 7, 8, 12, 15, 21 and 23 displayed. 
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Figure 41. Front view of creative synthesis book. 
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Figure 42. View of creative synthesis book open, one page at a time. 
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Figure 43. Photograph of creative synthesis book opened all the way on side one. All 26 artwork 
journal entries are displayed. Displayed on top of a brown carpet. 
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Figure 44. Photograph of the creative synthesis book opened all the way on second side. Words 
from the journal entries were utilized on this side of the creative synthesis. Displayed on top of a 
brown carpet.  
 
 
 
 
 
 
 
 
 
 
 
 
